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ABSTRACT
Latino Students’ Stories of Advanced Placement Success: A Critical Case Study
by Marcie Stern Plummer
Purpose: This qualitative, critical case study identified and described culture factors
Latino students in Monterey County, California, perceive influenced academic success in
Advanced Placement (AP) courses.
Methodology: This qualitative research design explored the phenomenon of internal and
external culture factors Latino students perceive influenced academic success in AP
courses. Through semistructured focus group and follow-up interviews, the researcher
gathered detailed data on each factor and how it influenced academic success. Using
Perna and Thomas’ (2008) student success framework, some success factors were
revealed as interdependent.
Findings: Factors that influenced Latino students’ academic success in AP courses
included support by teachers, peers, and school; prospects of future financial security;
mindset of receptivity and growth; perseverance and determination; strategies to improve
and accelerate learning; welcoming, success-oriented, and emotionally safe learning
environments; respect and support from family; varied styles of instruction; and negative
stereotypes and disappointment.
Conclusions: A variety of internal and external culture factors influenced Latino
students’ success in AP courses. Conclusions included shifting school mindset from
fixed to growth, providing opportunities for students to develop perseverance and
determination, creating effective learning environments with varied styles of instruction,
providing opportunities for Latino students to gain perspective on success in AP courses
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and investing in their education as precursors to financial security, designing and
implementing themed academies, apprising Latino parents with AP education details, and
funding teacher trainings and retreats to design strategies that improve and accelerate
learning for Latino AP students.
Recommendations: Stakeholders should develop plans to shift school mindset from
fixed to growth; revise mission and vision statements to reflect commitments to students’
developing perseverance and determination; build positive classroom cultures aligned to
California Standards for the Teaching Profession 1 and 2; provide opportunities for
Latino students to gain perspective on how investing in their education can result in
financial security; design and implement themed academies featuring experiential
learning through mentoring and internships; collaborate with districts’ information
technology departments to develop bilingual, multimedia communication plans that
provide AP course information; and fund teachers to attend AVID trainings and Toolkit
design retreats that provide Latino AP students with strategies for improving and
accelerating learning.
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CHAPTER I: INTRODUCTION
Current educational reform promotes a national agenda, supported by minority
families, which demands a standard level of college-preparatory curriculum in high
schools across the United States for all students regardless of race, color, religion, or
sexual orientation (Fuhrman & Lazerson, 2005; Ladson-Billings, 2014). As the faces of
the American public school students become increasingly disparate, policymakers,
practitioners, and researchers seek solutions to the disproportionate success rate of the
current generation of diverse students. In particular, the Latino population, which has
increased dramatically in the United States over the past 3 decades, continues to rank
lowest in college completion rates of all ethnic groups in America (Musu-Gillette et al.,
2017). As a result, one presidential administration after another has proposed a policy to
address the issue. President Clinton’s Goals 2000 and School to Work legislation began
a transformational change in school accountability that included all students in the
promise of reaching their full potential (Peters & Woolley, n.d.). Followed by President
Bush’s education legislation, The No Child Left Behind Act (NCLB) of 2001 (Klein,
2015), school reform efforts continued with varied impact on lessening the minority
achievement gap. Although well intended, under NCLB, schools with at-risk students
not meeting aggressive improvement standards were sanctioned while, at the same time,
wealthy districts reaped the rewards for achieving benchmarks. A third attempt to
accomplish an inclusive, high-standards system came during the Obama presidency. In
2015, President Obama signed and presented the Every Student Succeeds Act, which
promoted a rigorous secondary education and access to college for all students (National
Conference of State Legislatures, 2016).
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Nonetheless, in the College Board’s (2015) AP Archived Data 2015 report,
statistics showed that a rise in the access to college-preparatory programs for minority
and nontraditional AP students failed to equate to a corresponding increase in the AP
exam passage rates and postsecondary entry criteria completion rates among the same
populations. While documentation exposed some progress in academic success among
Latino students, the gains did not keep pace with their demographic growth (Aud, Fox, &
Kewal Ramani, 2010; Banks, 2007; Gándara & Contreras, 2010). As a result,
policymakers, practitioners, and researchers remain in a quandary about what strategies
impact raised levels of academic success for Latino students, often disagreeing on a
resolution to the problem (Schaps, 2005).
While America struggles to fulfil its promise of a rigorous, equitable education
for all students, nationwide, underserved populations await public discussion on how
schools will meet the challenge of preparing all students for academic success and
college entry (Delgado & Stefancic, 2017; Ladson-Billings & Tate, 1995; Muhammad,
2015). Even though interventions and recovery programs, AP open access policies, and
specialized supports are in effect in districts throughout the country, college education for
many Latinos remains elusive (Delgado & Stefancic, 2017; Holcomb-McCoy, 2012;
Muhammad, 2015; Solórzano & Ornelas, 2002). While policymakers and practitioners
grapple with finding solutions to the expanding Latino achievement gap in pursuit of its
closure (DuFour, DuFour, Lopez, & Muhammad, 2006; Noguera & Wing, 2006), the
current Latino education in the United States, and in particular in California, remains in
crisis.
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According to researchers, increasing the number of Latinos in AP courses and
improving their success rate will have a positive impact on ameliorating their college
admission rates (Holcomb-McCoy, 2012; Jiménez & Horowitz, 2013; Lipp, 2011;
Muhammad, 2015; Solórzano & Ornelas, 2002). Even so, no studies have engaged
Latino high school students who have completed AP coursework successfully in
describing the multiple internal and external culture factors that influenced their
academic success or their interdependence, a potentially critical component of the success
equation. In a 2011 dissertation that addressed the growing achievement gap and limited
access among minority students to advanced curriculum, Dr. H. L. Lipp suggested further
research on the topic from the students’ perspective. Additionally, he suggested giving
Latino students voice in sharing their AP experiences, in particular regarding equity in
access (Lipp, 2011). On the other hand, Dr. Nellie Martinez (2014) implored
policymakers and educational administrators to engage in a quantitative examination of
high-stakes test results that identify the gaps where academic support is most needed.
Although both researchers attempted to answer questions involving academic success
among Latinos in rigorous coursework, given America’s continued public school
challenges, they agreed it is incumbent upon future researchers to include the Latino
student perspective and experiences.
Background
America’s policymakers, practitioners, and researchers must address the pervasive
public school crisis of performance for minority students, who are graduating
underprepared for postsecondary education and unable to compete on the global stage
(College Board, 2012; Darling-Hammond, 2010; Friedman & Mandelbaum, 2011;
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Henfield & Washington, 2016). With a pledge to the American public and constitutional
obligation to provide adequate academic training for all students regardless of their
status, the public school system remains a haven for its children, irrespective of its broad
and performance discrepancies (Noguera & Wing, 2006). Researchers agree that lack of
understanding of the academic success equation for students of color is impeding their
college access and success (Contreras-Godfrey, 2009; Holcomb-McCoy, 2012; Jiménez
& Horowitz, 2013; Lipp, 2011; Muhammad, 2015; Solórzano & Ornelas, 2002). After
recognizing that success in AP education improved college enrollment opportunities for
Latino students, contemporary researchers concurred with seminal works noting the need
for shifts in how practitioners understand and approach academic capacity and success
for ethnically diverse student populations. Among several frameworks employed to
examine the academic success phenomenon are persistence, self-perception, mindset, and
culture (Bandura, 1977; Dweck, 2009; Ladson-Billings & Tate, 1995; Muhammad, 2015;
Solórzano & Ornelas, 2002).
When examining demographic data from between early 1970 and the year 2000,
the number of first-generation citizens in the United States tripled, followed by
substantial growth of the discrepancy in academic achievement of Latino students known
as the “minority achievement gap” (Nieto, 2005, p. 45). As a result, the American
education system was viewed as a failing one in need of reform but only to the extent of
reformers’ goals and perspectives (Tyack & Cuban, 1995). Given the continued
academic success discrepancies and to dissuade the 1962 published Reissman theory that
explained minority students’ poor achievement as a genetic and social inferiority-based
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issue (Nieto, 2005), a close examination of culture factors attributed to America’s
minority population’s academic success is crucial.
The researcher identifies and describes multiple success factors Latino AP
students perceived and attributed to their academic success in advanced studies. In a
layered approach, the researcher first discusses personal culture, including attitudes and
behaviors, as well as school and family cultures that students identified. Factors are
organized in a layered structure using the student success framework (SSF) with the
intent of providing policymakers, practitioners, and researchers with a resource to guide
Latino students toward academic success in advanced college-preparatory courses
(Friedman & Mandelbaum, 2011). In the final section, the researcher addresses gaps in
the literature.
Public Education in the United States
Whether viewed as preparatory institutions for factory workers, skilled artisans, or
technicians, the system of each era since its inception perceived public secondary schools
as needing to produce better results (Tyack, 1974). Since the days of public schools as
training grounds for factory and technical employment, the United States has repurposed
its public school system and, as a result, promoted remarkable legislated reforms in an
attempt to improve outcomes for the nation’s vast array of students (Harvey, 2015).
Beginning with President Clinton’s Goals 2000, replaced by President Bush’s NCLB, and
supplanted with President Obama’s Every Student Succeeds Act, the message has been
clear (Klein, 2015; National Conference of State Legislatures, 2016; Peters & Woolley,
n.d.). Although well-intended efforts prevail, no modern-day legislation has resolved the
persistent minority achievement gap proliferation (Kozol, 2005). Instead, states continue
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to reexamine specialized instructional programs, academic measures, and school policies
to ensure academic performance improvement (Noguera & Wing, 2006). At the same
time, Latino students are schooled, along with their teachers, to understand and accept
academic boundaries that leave them underprepared for academic rigor (DuFour et al.,
2006; Muhammed, 2009; Phelan, Hanh, & Davidson, 1992).
Advanced Placement Education in the United States
In the mid-20th century, the demand for American engineers and scientists
outpaced college graduates’ preparedness for these fields. With the voice from corporate
America calling on Ivy League universities to partner with exclusive college-preparatory
high schools in accelerating their top students, 12 elite high schools and several of their
top students began participating in the first pilot Advanced Placement (AP) Program
(Rothschild, 1999). As a result of its success, from 1955 through 1985, the numbers of
students and schools participating in the program increased steadily, and as it grew, so
did its ability to prepare and accelerate top students for the rigors of college work
(Rothschild, 1999). Since the program was intended only for the brightest students and
not the masses, its rapid expansion caused consternation for the program’s originators
(College Board, 2012). As a result, an ability-tracking system grouped what Lucas and
Berends (2002) coined as academically like-minded students into ability groups followed
by an expectation of higher achievement. DeSena and Ansalone (2009) reported that this
ability-grouping system promoted positive student self-concept, encouraged positive
attitudes toward school, differentiated course content based on student needs, and
resulted in higher academic achievement for those in higher ability groups.
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Plight of the Latino Student
The growing number of undereducated Latinos not represented in the higher
ability groups is of great concern. Even though their dropout rate reduced recently by
12.75%, the highest rate reduction since 2012, the number of Latino students exiting high
school before graduation remains higher than that of Caucasians (Kuh, Kinzie, Buckley,
Bridges, & Hayek, 2006). According to Contreras-Godfrey’s (2009) study on academic
success equity among Latino students, considering California’s Latino dropout rate and
disproportionate college and university matriculation rates, educational inequity is at a
critical stage. In Contreras-Godfrey’s study, students attested to being unprepared for the
rigors of advanced curriculum, leaving them at a distinct disadvantage when
matriculating from high school to postsecondary education. In the College Board’s 2007
report, Latino Education: A Synthesis of Recurring Recommendations and Solutions in P16 Education, Nevarez and Rico noted multiple culture factors requiring consideration to
determine how they influenced Latino students’ academic success in AP courses. Among
them were student, school, and family cultures as they applied to barriers to academic
success (Nevarez & Rico, 2007). However, there is little literature addressing Latino
high school students’ success factors and none from their perspective considering
experience knowledge.
Indicators of Academic Success
Historically, the public education system has been characterized by its
determination to measure progress as a thermometer for its success (Labaree, 2007).
According to Fullan (2008, 2016), the problem is one of revising educational standards.
Fullan suggested a multileveled change process that requires the participation of
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thousands of people including students, teachers, site administrators, parents, district
administrators, and community leaders in a collaborative and open-minded manner. The
challenge remains the diverse nature of stakeholders’ interests in academic success that
includes a variety of factors from rigor to equity to school culture. Topics are often
considered independently of each other and sometimes have competing interests and
proposals that complicate and impede the process of developing an educational system
that serves a diverse student population and measures their progress (Labaree, 2007).
While researchers have examined standardized measures, simultaneously, they
have studied other factors attributed to children’s academic success. According to Engle
and Theokas (2010) and Hall (2017), early childhood literacy, school climate, and
socioeconomic factors are among the top indicators of students’ academic success,
especially among Latinos. However, in an examination of programs focusing on
addressing factors intended to support the growth of student intelligence, Chen and Rossi
(1987) concurred they are often ineffective.
When exploring literature addressing academic success among Latino students,
researchers agree on the importance of educators understanding how perceptions of
Latino students’ academic potential can influence achievement and their ultimate
academic success (L. A. Bell, 2003; Dweck, 2016a; Kozol, 2005). Becerra (2012)
suggested that to encourage academic success and reduce misperceptions concerning
Latino family culture, teachers must examine their mindset to determine if it contributes
to Latino students’ academic success in advanced coursework. Considering the findings
of experts in the field of growth mindset, Carol S. Dweck (2007b) provided researchers
with a view of how mindset affects academic achievement.
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Growth mindset. Teaching students that their intelligence increasingly develops
with hard work and focused strategies can help them view academic struggles as
challenges and not threats, thus influencing student achievement often within one school
year (Aronson, Fried, & Good, 2002; Blackwell, Trzesniewski, & Dweck, 2007).
According to Dweck’s (2007b) research, she maintained that minority students, even
those who had done well in the past, showed poorer academic achievement in the face of
academic difficulty and low perception of their intellectual potential. However, both she
and Sparks (2012) contended that in cases where teachers encouraged students in
developing their minds with appropriate praise versus general encouragement, their
studies revealed enhanced student persistence and improved achievement. Both
researchers also agreed that those who believed they could grow their intelligence by
increasing effort and confirming mentors’ beliefs in their abilities did better at problem
solving than their counterparts (Dweck, 2007b; Sparks, 2012).
To the contrary, according to one study (Weiner, 2005), students tended to
attribute success or failure to additional factors, such as teachers liking or disliking them
and luck. However, even when students did not believe they could increase their capacity
to learn and gave up without trying, they sought assistance and accepted less than
positive feedback when they thought teachers liked them and cared (Weiner, 2005).
According to other studies, researchers found that those students who believed they could
increase their intelligence and rely on internal and external culture factors to support their
academic goals tended to threaten students who did not think they could improve their
learning capacity (Dweck, 2007b). As a result, those students became acutely aware of
the correlation between having a growth mindset and academic success (Dweck, 2007a).
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Growth mindset and minority students. As a result of Dweck’s (2007a, 2007b)
findings, teaching growth mindset to minority students, for whom the learning gap
continues to broaden, deserves a careful examination. According to Dweck’s (2010b)
study, those students supported by interventions and teachers promoting growth mindset
have been successful. To reinforce her findings further, when 109 African American
college students were placed in three control groups, among those in the group consisting
of growth-mindset-influenced students, academic success was consistent (Aronson et al.,
2002; Dweck, 2012). Aronson et al. (2002) posited that African American students who
believed they could increase their levels of intelligence and academic success enjoyed
their studies while those with a fixed mindset and no interventions did not.
Further, Aronson et al.’s (2002) study indicated that mindset has the potential to
change students’ thinking in ways that produce desired academic outcomes, especially
among vulnerable populations. While examining impacts on at-risk populations, Hansen
(2000) found that when used as an intervention to increase academic success, several
factors affected mindset, including teacher perspective, student effort, and a mutual
conviction and belief that academic success is possible. He and Dweck (2009) agreed
that students who believed mindset could influence academic achievement and ultimately
academic success developed a growth mindset and overall commitment to successful
outcomes. Most studies on the topic of mindset have confirmed a direct correlation
between developing and reinforcing growth mindset and academic engagement and
success in rigorous and challenging tasks (Dweck, 2009; Laursen, 2015).
Growth mindset and advanced coursework. Pointing to the AP Program’s early
success and the advantages participation provided in preparing students for the rigors of
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university education, Rothschild (1999) submitted that schools promoted the program’s
inevitable growth well beyond the founders’ original intent of advancing the future of the
brightest students from private and selective schools. Education leaders quickly
understood that students from a collection of diverse high schools and different
backgrounds could benefit from participation in AP courses and could succeed on AP
exams with the proper training, support, and frame of mind (Rothschild, 1999). As a
result, according to the 2003 College Board report, between 1990 and 2000, the number
of students taking AP examinations increased from 330,000 to more than 760,000.
Nevertheless, these data reflect a system in which Latino students’ academic
success in AP courses continues to indicate a compromised status even with a mindset to
achieve. As a result, there remains a fundamental and critical call to policymakers,
practitioners, and researchers alike to explore and replicate formulas found among Latino
students who have succeeded in advanced curriculum (Banks, 2007; Darling-Hammond,
2010). Researchers must augment the existing literature that analyzes disproportionate
success rates among Latino students and their Caucasian peers by engaging successful
Latino students in critical conversations (Lipp, 2011; N. Martinez, 2014). Using
experiential knowledge, Latino students must share their experiences, beginning with
identifying internal and external culture factors that influenced academic success in AP
courses (Darling-Hammond, 2010; Kozol, 1991, 2005; Lewis, 2007).
The language challenge. In a study that investigated early language education,
Hernandez (2007) uncovered evidence indicating that language proficiency is a daunting
challenge to Latino students’ academic success (Fuligni, 1997). For instance, Bankston
and Zhou (1995) argued that language-minority students faced many obstacles that
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prevented them from achieving efficacious academic results in school. Fuligni (1997)
produced similar outcomes attesting that language-minority students who attended public
schools staffed mostly with experienced teachers faced yet another hurdle. Instead of
excelling as a result of highly trained and experienced elementary reading teachers,
young Latino students’ overrepresentation in language-based, special needs placements
impacted their achievement (Stevens, Hamman, & Olivarez, 2007).
At the same time, Egalite, Kisida, and Winters (2015) mentioned that favorable
teacher experiences and classroom environments could have compensated for students’
poor language proficiency during the formative years, thus compounding the language
access proficiencies as adolescents. Fuligni (1997) concurred with Hernandez’s (2007)
and Bankston and Zhou’s (1995) findings. They concluded that primary Spanishspeaking Latinos’ early literacy delays significantly affected their levels of achievement
in comparison to English-speaking Latinos, especially in upper grades. These outcomes
demonstrate clearly that language access and proficiency is linked directly to students’
academic success (Stevens et al., 2007). Later, Banks (2007) added to seminal studies by
suggesting bilingualism contributed significantly to students’ academic success and
college acceptances. Although language proficiency was proven to be a factor, DarlingHammond (2010) argued that students’ academic performance depended on both
language access and school culture. She pointed out further the importance of the
accepting bilingualism as essential to Latino students’ academic success, especially in the
design of support programs offered to guide their academic futures.
Support programs. There is little doubt that Latino students will benefit from a
shared school expectation of success and other internal and external culture factors that,
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when synthesized, can provide teachers with academic success strategies to include
scaffolding, differentiation, and focused interventions (Hattie, 2012; Muhammad, 2015;
Perna & Thomas, 2008). However, Hattie (2012) contended that critical in the support
process are proven programs explicitly designed to benefit students of all ethnicities and
cultures as they experience advanced college-preparatory courses and challenge cognitive
skill. Schools with a prominent success culture provide support programs, such as the
Advancement Via Individual Determination (AVID) and career academies in California
known as California Partnership Academies (CPAs). These specialty, cohort-style,
structured programs focus on promoting academic success for minority students
(Holcomb-McCoy, 2012) and are offered throughout the United States. Even so,
consistent support for the country’s 26.8% Latino student population must include a
broader exploration of multiple factors that together can better ensure academic success
(Musu-Gillette et al., 2017).
Perception of the Latino family. In the United States, Latinos are most often
understood as a family-oriented cultural group with deeply embedded roots in social
networks of parents and children as well as generations of relatives and close friends
(Moore & Pachón, 1985). Rarely are Latino families portrayed as goal oriented toward
higher education, primarily 4-year degree programs (Ibarra, 2004). The common
perceptions of Latino families by non-Latinos include the persistence of more traditional
educational values (i.e., 2-year, career-oriented degree programs rather than higher
education), especially among those of lower socioeconomic status (Ibarra, 2004). NonLatino school practitioners often refer to Latino traditional family values as barriers to
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children’s academic success, especially in accelerated programs like AP that lead to a 4year college entry qualification (Clutter & Nieto, 2000; Ibarra, 2004; Morazes, 2016).
In their 2003 study, Chavous et al. reported that Latinos tend to prioritize group
interests over individual wants, thus impacting personal educational goals and
aspirations. For example, Latino men are taught to be responsible for family concerns,
needs, and financial well-being, a cultural factor that impacts Latino male students in
their schools’ attempts to plan for college entry (H. Park, Lin, Liu, & Tabb, 2015; VegaCostas, 2012). Even so, researchers determined that the Latino family culture played an
important role in preparing their children for college and career entry by instilling
positive interactions and emotional support from the family (Ibarra, 2004). However, in
their study, Gándara and Contreras (2010) cited a particular factor that impacted Latino
students’ academic success nationwide. They suggested that the large family size
associated with Latino families also impacts their socioeconomic status and is far more
impactful on student achievement than the family support structure alone. The need for
family-member assistance with both financial support and sibling care often diverts
attention or postpones goals of attending postsecondary schooling (Banks, 2007; Gándara
& Contreras, 2010).
Latino Secondary Education in the United States
Educational attainment for Latinos in the United States changed substantially after
2010 (Krogstad, 2016). The Latino high school dropout rate declined while
simultaneously the college enrollment rates increased, even with Latinos still among the
lowest group to earn a postgraduate degree (Krogstad, 2016). In their 2014 study,
Krogstad and Fry reported that although the Latino dropout rate reduced from 32% in
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2000 to 12.75% in 2014, the Latino dropout rate continued to reflect a disproportionate
comparison to African Americans (7%), Caucasians (5%), and Asians (1%). To
compound concerns, simultaneously there were disproportionate numbers of Latino
students graduating from high school who were college ready (College Board, 2012).
With interest in attributions of minority students’ academic success, Gándara and
Contreras (2010) revealed a direct link between successful completion of AP courses and
college preparedness. Along with findings from studies on academic success factors
(Muhammad, 2015; Noguera & Wing, 2006; L. Torres, 2009), policymakers,
practitioners, and researchers must explore more deeply how Latino students experience
success in AP education specifically and what factors combine to ensure it (Perna &
Thomas, 2006).
Latino Secondary Education in California
In California, even though Latino students are the fastest increasing minority
population, they are disproportionately enrolled in AP courses in the state’s public
schools and disproportionately successful once enrolled (College Board, 2015).
According to 2016 data published by the California Department of Education (CDE), the
state’s Latino student population represents 40.1% of all secondary public school-aged
students. Even so, in 2015, the California Census Bureau reported that only 17% of
Latino students earned college and university bachelor’s degrees compared to 60% of
Asians and 45% of Caucasians (Krogstad, 2016). As a result of this deficiency, the
Latino population’s academic success gap continues to grow.
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California’s Education Crisis Unresolved
Underserved populations continue to wait for public discussions in government
and community forums about ethnicity and cultures in education, school, and classroom
environments, and in general, an academic success plan that prepares students of color
for college eligibility (Ladson-Billings & Tate, 1995; Muhammad, 2015). Exploring the
potential interdependency of various culture factors on Latino students’ academic success
and matriculation brings the topic of this study into perspective, especially in Monterey
County, California, where the College Board (2017) noted Latino students passing only
34.7% of all AP exams taken in spring of 2017.
Academic Support Programs in California High Schools
Over the past decades, school reform efforts have been directed toward solving
the minority students’ lack of preparation for college and career. In a report titled “A
Nation at Risk,” the National Commission on Excellence in Education (1983) found
many minority students lacking academic and basic skills needed to enter the information
age. Dayton, Raby, Stern, and Weisberg (1992) labeled minority students left behind and
lacking in preparation to enter college and meaningful careers as the “forgotten half”
(p. 539). The report predicted that future technology and medical fields would require
workers with specialized skills for which minority students were not prepared (National
Commission on Excellence in Education, 1983). Since then, the focus in education has
been on student preparation programs to develop both cognitive and career skills
(Flanagan, 1992) designed to benefit students of all ethnicities and cultures as they
experience advanced college-preparatory courses and challenge their cognitive skills
(Ledesma, 2016). In California, schools with a success culture provide support programs
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such as AVID. However, to further impact the Latino education crisis in the state, in
1984, the CDE began a grant program with districts to cofund a cohort-style learning
structure known as the CPAs. This specialty program focused on promoting academic
success for minority students, providing college and career preparation in partnership
with local business communities. CPAs are offered throughout the state and have proven
successful among Monterey County’s school districts.
Conceptual Framework
For decades, educational theorists and researchers have studied student success
factors from a variety of perspective and disciplines. Seminal studies promoted academic
discussions on success strategies through the fields of psychology, sociology, economics,
and politics. Perna and Thomas (2008) proposed a conceptual framework that considers
multiple culture factors organized under context layers (see Figure 1) as opposed to the
more traditional, individual, and sometimes isolated contexts. The SSF reflects a success
perspective based on an integrated analyses approach to aid policymakers, practitioners,
and researchers in addressing the Latino education and college preparation crisis. The
uniqueness of Perna and Thomas’s stratified approach is its layered format, which was of
particular interest to this study, as it deviates from the traditional method of identifying
and describing success factors individually and instead suggests a more interdependent
view. The framework provides an organizational order to an array of success indicators
that, when considered together and not in isolation, may achieve a better understanding of
how to promote success among Latino students in AP courses (Perna & Thomas, 2006).
The framework is intended to add to the current body of knowledge by describing how
Latino students perceive personal, school, and family cultures interdependently as
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influential to academic success. For this study, Perna and Thomas’s SSF served as an
organizing template to layer the context of multiple internal and external cultures,
specifically from the Latino student perspective.

Social, economic, and policy context (layer 4)

School context (layer 3)

Family context (layer 2)

Internal context (layer 1)

Student
attitudes

Student
behaviors

Student
success
indicator

Figure 1. Student success conceptual framework model. Adapted from A Framework for
Reducing the College Success Gap and Promoting Success for All, by L. W. Perna and S. L.
Thomas, 2006 (https://nces.ed.gov/npec/pdf/Perna_Thomas_Report.pdf).

Further, Perna and Thomas (2006) suggested the traditional approaches to
understanding success gaps are insufficient. The importance of identifying and
describing culture factors for improving success and reducing success gaps is essential to
the Latino population, as demographists project significant changes over the next decade.
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Their concern was for students who are experiencing the lowest level of academic
success, the same demographic group who will experience the most significant growth
over the next decade: Latino students (Prescott, 2013). Rather than identifying a wide
array of barriers to learning among Latino students, this study offers a framework for
working toward the goal of exposing factors that increase success among Latino students
(Perna & Thomas, 2006). The researcher utilized this model, which assumed that
drawing on multiple, interdependent factors to Latino student success would provide
policymakers, practitioners, and researchers with a complete understanding of the
complexity of Latino students’ journey to academic achievement.
Statement of the Research Problem
Latino education in the United States is in crisis. The College Board (2017)
reported a 21% increase in the number of minority students participating in AP courses in
past decade. Even so, the disproportionate number of Latino students succeeding in AP
courses, for example, continues to lag behind their Caucasian peers substantially
(Holcomb-McCoy, 2012; Muhammad, 2015). In his 2003 study, Dr. Lee A. Bell of
Columbia University approached strategies and solutions for minority students’
underachievement from a critical race (CR) perspective. However, he did so without
referencing students’ experiential knowledge as important. Dr. Peter Loza (2003), on the
other hand, included students’ perspectives in his study but focused on the impact of
cohort-style learning on success after matriculation, thereby missing the Latino
comprehensive high school experience. Both Lipp (2011) and Muhammad (2015)
focused on barriers to learning from the practitioner’s perspective. Most recently,
Muhammad (2015) studied solutions from a variety of frameworks, with the most
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prevalent as growth mindset, void the interdependency analyzing personal attributes
requires (Perna & Thomas, 2006).
More broadly, researchers have confirmed that in general, students’ attitudes and
behaviors are the indicators that enhance student achievement and academic success
(Bandura, 2012; Becerra, 2012; Boaler & Dweck, 2016; Dweck, 2009). A. Williams
(2011) reminded educators that success is more apparent among Latino students when
teachers address the students’ emotional needs, develop their cognitive skills, and prepare
them for the rigor of AP courses. Other researchers confirmed successful school and
classroom culture as enhancers of student progress in rigorous coursework and
preparation for college and university admission (DeCuir & Dixon, 2004; Delgado &
Stefancic, 2017; Holcomb-McCoy, 2012; Muhammad, 2015).
Ramirez and Carpenter (2005), who agreed with school climate and culture as
primary academic success indicators, also cited family culture and economic status as
relevant and worthy of consideration. Examining multiple views on how individual
factors influenced Latino student success, Delgado and Stefancic (2017), Solórzano and
Ornelas (2002), and Banks (2007) posited a definite crisis in American educational
outcomes that negatively impact Latino students and thus the need for further study.
In evaluating the current Latino education crisis in California’s public school
system, Boaler and Dweck (2016) and Darling-Hammond (2010) concurred that
underpreparing Latino students for the rigors of college, especially in science and
mathematics, will have far-reaching effects on American society, California economy,
and Latino family life. Although researchers agree that Latino education is in crisis, they

20

continue to cite their context as primary in reforming how Latino students experience
rigor and respond to support programs (Banks, 2007; Bell, 2003; Muhammad, 2015).
To address the isolated approach to examining academic success factors, Perna
and Thomas (2008) suggested using a layered method of analyzing student success to
bridge the gap between the literature and data organization in a manner that promotes
understanding of interdependent factors that influence academic success. Using their
model, the current researcher brought attention to the complexities of Latino students’
academic success through the students’ perspective. To date, there are no studies using
Latino AP students’ experiential knowledge of factors that collectively provide a
roadmap of influences on their academic success in AP courses.
Martone (2013), who studied immigrant Latino students in a quantitatively
designed study, suggested future research on Latino student achievement in an equally
complex qualitative study using interviews as a means of providing “nuanced information
which cannot be gathered or understood in the same manner with a quantitative research
design” (p. 121). Perna and Thomas (2006) concurred. They urged researchers to study
multiple factors collectively to understand the possible reliance each has on the other
contributing to academic success for students of color (Perna & Thomas, 2006).
For decades, seminal studies have concentrated on the socioeconomic and cultural
barriers to academic success for students of color, primarily African American males
(Banks, 2007; Delgado & Stefancic, 2017; Holcomb-McCoy, 2012; Muhammad, 2015;
Noguera & Wing, 2006). Several well-known researchers have addressed barriers and
deficiencies in educating Latino males as well. Codirector of the University of California
at Los Angeles (UCLA) Civil Rights Project/Proyecto Derechos Civiles, Dr. Patricia
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Gándara (2015) studied Latino children’s education and concluded that deficits were due
to shortfalls in early language acquisition. Similarly, other studies have identified
language acquisition programs that focus on immersion rather than English and Spanish
proficiency as unsuccessful in closing the gap (Gándara & Contreras, 2010; Gándara,
Hopkins, & Martinez, 2011; Genesee, Lindholm-Leary, Saunders, & Christian, 2006;
Umansky & Reardon, 2014; Zehler, Fleischman, Hopstock, Pendzick, & Stephenson,
2003). While some studies have focused on equity, access, and undereducation, no
studies have explored Latino high school students’ success factors in advanced
coursework from the students’ perspectives and experiential knowledge.
Purpose Statement and Research Questions
The purpose of this qualitative, critical case study was to identify and describe
culture factors Latino students perceive influenced academic success in Advanced
Placement (AP) courses. A secondary purpose of this study was to learn how culture
factors influenced Latino students’ academic success. To advance the study’s purpose,
the researcher employed the Perna and Thomas (2008) framework, which delineates
multiple culture factors grouped by their context. To achieve the goals of this study, the
researcher organized personal, school, and family cultures individually, then layered
them to determine any interdependencies among them employing the following research
questions:
Central Research Question
1. What are the culture factors Latino students perceive as influential to academic
success in AP courses?
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Research Subquestions
1. What internal culture factors do Latino students perceive influenced their academic
success?
2. What external culture factors do Latino students perceive influenced their academic
success?
3. How do both internal and external culture factors influence Latino students’ academic
success in AP courses?
Significance of the Problem
The College Board and school districts nationwide have publicly addressed
deficiencies in the successful completion of AP courses among Latino students. Even so,
according to the College Board’s (2014b) 10th Annual AP Report to the Nation,
successful completion of AP courses for students of color, specifically Latinos, is
remarkable as they fall further behind their Caucasian peers in preparation for college
enrollment and earned undergraduate degrees. To address the crisis in Latino education
in America, researchers are examining policies, support systems, and other factors that
influence academic success (Holcomb-McCoy, 2012; Ladson-Billings, 2014;
Muhammad, 2015). However, little research has been done to explore internal and
external factors that influenced Latino students’ academic success, considering students’
experiential knowledge and perspectives. Resolving the underlying reasons for their
disproportionate success in completing AP courses in good standing, passing
corresponding AP exams, and meeting California’s college and university eligibility
criterion is impacting Latinos disproportionately from their peers. Solórzano and Ornelas
(2002) asserted that without successful cognitive development from which students
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benefit in AP education, Latino students cannot maintain academic standing once
admitted to AP classes, which ultimately diminishes their preparation for college rigor.
Delgado and Stefancic (2017) posited that schools with open access to AP courses
struggle with conflicting school cultures—one from before open access and the other post
open access—to determine what describes an AP student, what shapes their learning, and
what factors relate to their academic success. This current study adds to the body of
literature, currently limited to school reform, policy assessment, and adult perceptions on
AP pedagogical topics that examine Latino students’ unsuccessful attempts at AP course
completion and AP exam passage.
This study attempted to broaden further the scope of literature to include the role
internal and external factors play in the AP success equation from the student perspective.
Toward that end, several researchers agree that analyzing factors influencing Latino
students’ academic success using the experiential knowledge of people of color is
appropriate, legitimate, and integral to analyzing and understanding inequity (Daniels,
2011; Gándara & Contreras, 2010; Ladson-Billings & Tate, 1995; Lee, 2008). This tenet
provides another level of discussion about culture in America’s schools and additional
factors influencing Latino students’ academic achievement, predominantly their
academic success in navigating advanced curriculum. These topics have far-reaching
implications toward achieving proportionality for Latino students in meeting their full
potential in advanced coursework and college and university entry requirements (Banks,
2007; Lipp, 2011; Plitcha King, 2010; M. Torres, 2015).
Without a deeper understanding of how culture factors influence Latino students’
academic success in AP courses, they will continue failing to reach their academic

24

potential (Kozol, 2005; Noguera & Wing, 2006). Noguera and Wing (2006) went
further, describing a 2004 study at Berkeley High School undertaken to address
disproportionality in educational opportunities to rigorous education and positive
outcomes for students of color. They concluded that the failure to achieve an
academically success-oriented school culture for all students was due not to a lack of
understanding the problem students faced but a lack of addressing the more significant
systemic issues (Noguera & Wing, 2006). To achieve better standings of academic
success in rigorous courses and college entry preparedness, Latino students must share
their untold stories of factors influencing academic success (Darling-Hammond, 2010;
Dunn, 2012; Dweck, 2007b).
This study provided the researcher with data addressing the research questions
and adding to the current body of literature using data and artifacts collected from focus
groups and individuals. The study provided information to guide allocations toward
improvements that will aid future Latino students in navigating AP education
successfully, thus reducing the existing disproportionately in successful completion of
advanced courses. The researcher attempted to answer the research questions and
provided findings to policymakers and practitioners from an authentic student
perspective. Additionally, the conclusions drawn from this study will guide schools,
using Latino students’ perspective on school climate, teacher roles, and academic
supports they perceive improved their learning experiences and resulted in completing
AP coursework successfully. Overall, the results of this study will provide practitioners
with a richer understanding of certain internal and external culture factors that together
influenced Latino students’ academic success in AP courses.
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Definitions
Academic achievement. Academic achievement is one of several components
used to determine the extent to which a student is academically successful based on a
student’s measurable academic performance (York, Gibson, & Rankin, 2015).
Academic attainment. Educational attainment is used to the highest degree of
education an individual has completed as defined by the U.S. Census Bureau Glossary
(“Attainment,” 2017).
Academic success. Academic success is referenced as the completion of all high
school diploma requirements within the usual 4-year time span. Included in these
requirements is at least one AP course with a C or better in each semester and a passing
score (3-5) on the AP exam (Schoeffel, Kuriloff, & Van Steenwyk, 2011).
Achievement gap. The achievement gap refers to a disparity in academic
performance between groups of students that appear in grade reports, standardized-test
scores, course selection, dropout rates, and college-completion rates (Ansell, 2011).
Advanced Placement (AP) course. Any of the college-level courses offered by
the College Board that can be taken by high school students for college credit with
qualifying exam scores (Skinner, 2005).
At-risk student. A term used to describe students or groups of students who have
a higher probability of academic failure due to circumstances such as homelessness,
incarceration, teenage pregnancy, health issues, domestic violence, transiency, or
language access (“At-Risk,” 2013).
Advancement Via Individual Determination (AVID). AVID is a program that
provides proven practices that prepare students for success in high school, college, and
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career, especially students traditionally underrepresented in higher education (AVID,
2015).
Conceptual framework. The conceptual framework model for this study is a
visual or written product that “explains, either graphically or in narrative form, the main
things to be studied—the key factors, concepts, or variables—and the presumed
relationships among them” (Miles & Huberman, 1994, p. 18).
Cohort-style learning. Cohort-style learning suggests a method by which a group
of students is enrolled in a program in which they take their classes in sequence together,
form collaborative groups, and complete courses at the same time.
Culture. Culture is a learned system of knowledge, behaviors, attitudes, beliefs,
values, and norms shared by a group of people or an institution. Culture includes how
people or institutions as a whole think, what they do, and how they use things to sustain
their lives or existence (Smith, 1966).
Cultural factors. Cultural factors are categories of shared traditions, values, and
norms of a people and passed down from generation to generation (Long, 2013).
Cultural informant. The term cultural informant (CI) is borrowed from the field
of anthropology where it is used to describe partners from the culture included in a study
who can shed light on relevant ethnographic questions. “They are often trusted friends
and confidantes who know the culture well, are willing talk to outsiders, and can
communicate in a non-analytic manner” (Spradley & McCurdy, 1972, pp. 47-48).
Disproportionality. Over- or underrepresentation of a demographic group, often
defined by racial and ethnic backgrounds, socioeconomic status, national origin, English
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proficiency, gender, and sexual orientation, in a particular population category
(Elementary and Middle School Technical Assistance Center, 2017).
Experiential knowledge. Knowledge gained by the experiences of individual
things, events, and characteristics (“Experiential Knowledge,” 2018).
External factors. For this study, external factors are categorized as social
sources, that is, family, culture, school and home environments, teacher-student
relationships, education, and socioeconomic status (Abolhasani, 2011).
Fixed mindset. This belief supports the idea that fundamental qualities, like
intelligence, are fixed traits and cannot be developed but instead are predetermined
(Dweck, 2016a).
Growth mindset. Growth mindset is an underlying belief in learning and
intelligence supporting the premise that both can be cultivated. Students believe they can
grow their intelligence and understand that effort makes them intellectually stronger
(Dweck, 2016a).
Internal factors. For this study, internal factors are categorized as personal
attitudes, behaviors, beliefs, and mindset that make up an individual’s personality traits
(Abolhasani, 2011).
Marginalized student. A marginalized student is characterized by low
socioeconomic status and families whose cultural and linguistic backgrounds differ from
those of the marginalized students’ Caucasian peers. The marginalized student is
impacted by access to fluent English language (Chang, Sharma, Oberoi, & Saifi, n.d.).
Nontraditional AP student. A student who received a C or below in an honors
course or a B or below in a regular college-preparatory course considered to be the
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logical precursors to the AP course in which the student is currently enrolled (McAlister,
2013).
Open access. For this study, open access refers to providing high school students
access to advanced coursework considered by colleges and universities as a success
factor in postsecondary education (Handwerk, Tognatta, Coley, & Gitomer, 2008).
Opportunity gap. The disparity in access to quality schools and the resources
needed for all children to be academically successful (“Opportunity Gap,” 2013).
Self-perception. Self-perception in this study refers to a set of reference points
individuals have about themselves; the set of conceptual, attitudinal characteristics,
qualities and deficiencies, and capacities and limits individuals know are descriptive of
themselves and that influence their academic success (Ghazvini, 2011).
Socioeconomically disadvantaged. Students categorized as socioeconomically
disadvantaged fall into one of three categories: (a) Both parents have not received a high
school diploma; (b) the student is eligible for the Free and Reduced-Price Meal Program;
or (c) the student is migrant, homeless, or a foster youth (CDE, 2017b).
Student success framework (SSF). The SSF suggests interconnectivity among
culture factors in various disciplines from which students derive academic success (Perna
& Thomas, 2006).
Delimitations
Delimitations are the controlled aspects of a study and, as a result, provide the
boundaries for the study to one particular group or program (Creswell, 2013; Patton,
2015; Simon & Goes, 2013). This study was delimited to a specific group of high school
students. The delimitations were as follows:
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1. Latino AP students who attended a public, comprehensive high school in Monterey
County, California;
2. Latino students who completed an AP course with a C or better;
3. Latino students who earned a passing score on the corresponding AP exam; and
4. Latino students who attended a comprehensive, public high school with a robust AP
Program.
Organization of the Study
This qualitative, critical case study explored and described culture factors Latino
students perceive influenced academic success in AP courses. Chapter I introduced the
topic of the study and its framework while Chapter II reviews literature related to culture
factors that influence students’ academic success in AP education. Chapter III reviews
the selected methodology and provides an explanation of the study’s population, target
population, and sample as well as data collection and analysis procedures. Also included
is an explanation of why the case study methodology and randomly selected sample were
chosen. Chapter IV provides an analysis of the data as well as the study’s findings, and
finally, Chapter V presents research conclusions and recommendations for further study.
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CHAPTER II: REVIEW OF THE LITERATURE
Although a priority of today’s American education system is equal educational
opportunities and successfully graduating all students, college and career ready, it fails to
fulfill this promise for ethnic minorities. Latinos and African Americans struggle to keep
pace with their Caucasian and Asian peers, especially in college-preparatory curriculum
(Banks, 2007; Holcomb-McCoy, 2012; Muhammad, 2015). Daily, Latino high school
students, in particular, are challenged as they pursue a high school diploma and
qualifying grade point averages to meet postsecondary entry requirements, a phenomenon
affecting their academic success (Noguera & Wing, 2006). This chapter examines
studies contributing to and broadening the understanding of how culture factors
influenced Latino high school students’ academic success. To understand this
phenomenon fully, one must have a clear concept of the state of education in the United
States in general and education for the Latino population more specifically. As well,
identifying and describing cultural factors that influenced success in Advanced Placement
(AP) courses and the corresponding standardized exams provides more depth of
understanding when making sense of the phenomenon’s complexities.
This chapter is organized into five sections beginning with the first section as its
introduction to the study. The second section examines public schools in the United
States, providing a historical reference to the creation of the AP Program, its implications
on Latino crisis in education, and an introduction of success indicators in the context of
personal, school, and family cultures. The review continues with a third section focused
on insight into Latino culture in an educational context. In this section, the literature
addresses implications of Latino culture, as well as nonethnic cultural factors that
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participants perceive influenced their academic success. The fourth section examines
indicators of academic success, taking into consideration Latino students’ attitudes and
behaviors and school and family cultures, including the role teachers play in the success
equation. The section concludes with a discussion on indicators of academic success as
impacted by socioeconomics. In the fifth section, the researcher reviews cohort-style
learning in small learning communities, such as California Partnership Academies
(CPAs), a specialized college and career preparatory support program that supports
Latino students’ academic progress and guides them in the successful completion of AP
coursework. Components of this section range from a discussion on college preparedness
and the achievement gap to the implications of cohort-style support programs on Latino
representation in post-secondary institutions. The sixth and final section concludes with
a description of internal and external culture factors influencing Latino students’
academic success in AP courses. This section concludes with a summary referencing the
critical need for this study’s laser focus on the experiential knowledge of its participants
and the depth of understanding of the crisis in Latino education.
Overview
The American educational system struggles to fulfill its promise of a rigorous and
equal education for all students (National Conference of State Legislatures, 2016).
Across the country, underserved and marginalized populations await closer examination
of the culture factors that are indicators of high achievement and their relationship to
academic success in AP courses among minority students (Lowe, 2016). In its 2011
report, the College Board (2011a) presented its mission and goals that encouraged open
access while reevaluating the definition of academic success in AP coursework and the
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AP exam. Even so, the equation for increased improvement must be addressed
deliberately to ensure that factors attributable to Latino students’ academic success in AP
courses are understood while challenges are discussed with intention (Holcomb-McCoy,
2012; Muhammad, 2015).
Public Education in the United States
The primary aim of today’s public education system is to provide all students with
an equal and rigorous education, including engagement in the AP Program that prepares
students for the depth of thinking necessary to succeed in postsecondary education
(James, Butterfield, Jones, & Mokuria, 2017). However, the existing achievement gap
among minority students that measures the educational disparities between Latino and
African American students in comparison with Caucasian and Asian students confirms
the American education system struggles to fulfil its promise to provide equal education
to all students (D. A. Bell, 2006; Muhammad, 2015). Although there is continued and
growing evidence of this disparity, too little emphasis is placed on examining
nontraditional AP students’ academic achievement and their understanding of how
culture factors influence academic success (Lipp, 2011). This dissertation attempts to
bridge the gap in the existing body of knowledge by examining factors that influenced
Latino students’ academic success employing their experiential knowledge in the
findings.
Purpose and Audience
America’s public education system emerged as a response to political, economic,
and cultural needs at a time when the country’s growth and development were more
diversified through continuous immigration from European countries (Fuhrman &
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Lazerson, 2005; Tyack & Cuban, 1995). In the 1890s, during a dramatic increase in
immigration that occurred simultaneous to the American public school system expansion,
private schools maintained their funding from churches and wealthy families while public
schools suffered a lack of funding, rendering low-wealth families unable to provide highquality education for their children (Harvey, 2015). These inequalities within the public
school system continued for decades, with a similar impact that shifted from poor
Europeans to Latinos and, as a result, encouraged the passage of the Immigration and
Nationality Act of 1965 (hereafter the Act; Gjelten, 2015). This legislation replaced a
quota system based on national origins with one that emphasized uniting immigrant
families and employing skilled and competent workers, thus underlining the need for a
more comprehensive public-school system (History.com Staff, 2010).
According to the Pew Research Center (2015), that era of immigration gave way
to a continuous flow of Latin immigrants into Mexico’s border states, which pressured
Congress to improve funding formulas so that all public schools were free and accessible
to every child in America. Although some scholars argue the Act did not affect
American public school culture significantly, the Pew Research Center research showed a
direct correlation between the passage of the Act and increased numbers of immigrants
into the United States from Africa, Asia, and Latin America (LeMay & Barkan, 1999),
depicted in Figure 2.
The flow of immigrants forced the government to improve public school funding,
finally making every public school free and accessible to every child in the country
regardless of race or nationality (LeMay & Barkan, 1999). According to National Center
for Education Statistics (NCES; Musu-Gillette et al., 2016) and the California
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Figure 2. Immigration shift—Asia, Latin America, and Europe. Column 1: 1840-1919, legalonly immigrants; Column 2 and Column 3: post-1965 immigration shift—Asia, Latin America,
and Europe. Data for 1965-2015 include legal and unauthorized immigrants. Data in Column 1
from Yearbook of Immigration Statistics: 2007, by U.S. Department of Homeland Security,
Office of Immigration Statistics, 2008 (https://www.dhs.gov/xlibrary/assets/statistics/yearbook
/2007/ois_2007_yearbook.pdf); data in Column 2 and Column 3 from Modern Immigration Wave
Brings 59 Million to U.S., Driving Population Growth and Change Through 2065: Views of
Immigration’s Impact on U.S. Society Mixed, by Pew Research Center, 2015 (http://assets
.pewresearch.org/wp-content/uploads/sites/7/2015/09/2015-09-28_modern-immigrationwave_REPORT.pdf).

Department of Education (CDE, 2016), racially and ethnically diverse student
populations characterized U.S. and, specifically, California’s public schools.
Although California’s public school diversity enriches students’ and teachers’
school experiences (Darling-Hammond, 2010), a diverse population also places
additional pressure on teachers and strains their ability to remain sensitive to different
cultural backgrounds while navigating interactions among culturally diverse students
(Banks, 2007; Gándara & Contreras, 2010). The public school system emanated from a
political, economic, and cultural need at a time when the country was growing more
diverse as a result of continuous European immigration (Gardiner & Fraser, 2011).
Subsequently, immigration prompted vigorous discussions on how different classes of
people would be educated and access higher levels of curriculum that prepared them for
postsecondary education, especially considering teachers lacked training in multicultural
pedagogy and communicating with diverse student groups (Castellanos, 2003; Gardiner
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& Fraser, 2011). With a successful AP Program already in place for a particular elite
student profile, opening the door for nontraditional AP students was problematic (Banks,
2007; Darling-Hammond, 2010; Muhammad, 2015).
Advanced Placement Education in the United States
The U.S. AP Program is characterized by college-level curricula and standardized
examinations intended to advance academically successful students more rapidly toward
the rigors of college (College Board, 2003; James et al., 2017). To that end, in a
partnership between the College Board and high school teachers, administrators, and
college professors, curriculum was designed to meet college-level standards (College
Board, 2007; James et al., 2017; Nevarez & Rico, 2007). Each of the 35 AP courses has
been coupled with an end-of-course summative assessment (AP exam) that measures
students’ learning outcomes (Colón-Muñiz & Lavadenz, 2015). The AP Program
provides students with the experience of an introductory, college-level course during their
years in high school, often for which students earn college credit, thus accelerating their
education to avoid less than rigorous high school coursework or repetitious courses once
in college (College Board, 2003). Most colleges’ and universities’ admission teams use
students’ AP course records in their acceptance decision-making process, offering college
credit for courses culminating with an AP exam score of 3 or above (Ohrt, Lambie, &
Ieva, 2009). With such high stakes to consider, many school districts across the country
train students as early as eighth grade during intersession and summer courses before
participating in AP courses (AP Central, 2017). Others offer pre-AP curriculum, much
like honors-designated courses (AP Central, 2017; College Board, 2003, 2007; Nevarez
& Rico, 2007).
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The College Board claims that cognitive and analytical skills developed in
advanced courses provide a cornerstone for student engagement in high-level learning
that contributes to their chances of matriculating to postsecondary education after high
school (AP Central, 2017; Flashman, 2012). Although the AP Program is reputed for its
rigorous coursework and plays a significant role in students’ academic achievement and
success, of late, the program has been criticized for encouraging open access to
nontraditional AP students resulting in a significant expansion (Gándara & Contreras,
2010). Some educators believe this type of expansion jeopardizes the program’s quality
and high standards (Gándara & Contreras, 2010).
Advanced Placement Program Expansion and Implications
After exploring the correlation between individuals’ level of education and their
capacity to earn a living, the College Board (2012) began a campaign to expand AP
Programs across the country while simultaneously looking deeper into the lingering
opportunity gap that marginalized students experience. In their study, Demmons and
Heron (2013) shared data from The 9th Annual AP Report to the Nation’s Inspiring
Minds Report by the College Board, which focused on three critical goals: (a) increasing
rigor, (b) promoting equity, and (c) developing essential knowledge and skills. Each,
they concluded, would lead to rising levels of academic success. Further, the report
published 2009 data revealing 32% of U.S. public school graduates took an AP exam in
high school, with 19.5% earning a passing score—an 8.7% increase since the class of
2001 (College Board, 2008). Of Latino students taking the exams, 14.6% earned passing
scores, an increase of 2.5% since 2001 (College Board, 2011a).
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Nevertheless, in 2011, the College Board (2011b) reported that while 14.6% of
Latino students taking AP courses passed the AP exams, 61.8% of Caucasian students
taking AP courses passed. With these data, the College Board began pursuing ways to
recruit and support nontraditional AP students to improve their performance rate and
afford them the same advantages as the more traditional AP students in access, college
preparedness, and overall academic success (Demmons & Heron, 2013). To assist high
schools in recruiting students with academic potential, who were not registering for AP
courses, the College Board (2012) gleaned data from students’ PSAT scores and the types
of questions answered correctly to design the AP Potential web-based tool for high
school administrators and counselors. The data enable schools to identify academically
prepared students, appropriately expand AP programs to allow schools to provide AP
opportunities to all prepared students willing to enroll and ensure college and career
readiness curriculum (College Board, 2012). The College Board continues encouraging
high schools to expand AP offerings as needed to register all willing, motivated, and
prepared students.
Even considering the recent surge in enrollment by nontraditional AP students,
with the greatest enrollment among Latinos, nationally, the U.S. Department of
Education, Office for Civil Rights (2016) reported both the AP course enrollment and
achievement gaps among minority students broadened. According to the report, “Black
and Latino students represent 38% of students in [public] schools that offer AP courses,
[yet only] 29% of [the Latino] students [are] enrolled in at least one AP course” (U.S.
Department of Education, Office for Civil Rights, 2016, p. 7). There remains a
significantly disproportionate representation of Latino students in rigorous coursework
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leaving the population underprepared for the rigors of postsecondary education impacting
college admission and college completion rates among Latinos in comparison to their
peers (Banks, 2007; Holcomb-McCoy, 2012; Muhammad, 2015), as shown in Table 1.
Table 1. 2014 AP Participation/Success Rates by Race and Ethnicity in the United States
2014 AP Participation/Success Rates by Race and Ethnicity in the United States
Race/ethnicity
American Indian
Asian
African American
Latino
Caucasian

% high school seniors

% taking AP exams

1.0%
5.9%
14.5%
18.9%
58.3%

0.6%
10.7%
9.2%
18.8%
55.9%

% scoring 3 or higher
0.5%
12.7%
4.6%
16.9%
61.3%

Note. Adapted from “AP Growth and Inequities” [Blog post], by S. Jaschik, February 11, 2014
(https://www.insidehighered.com/news/2014/02/11/study-shows-growth-ap-program-continuingracial-gaps).

Since the College Board, high schools, and universities across the nation include
completion of both AP courses and AP exams with qualifying scores as one of several
measures of student success, it is important that policymakers, practitioners, and
researchers include success indicators in the overall discussion of what factors can be
attributed to improved academic achievement and how students understand their
influence on academic success.
Academic Success in U.S. Schools
Labaree (2005) explained, “The movement for progressive education was the
primary force that shaped the modern American education system” (p. 276). That era left
its mark and its criticism when comparing empirical methods to children’s study, having
a significant influence on the way today’s system defines success (Englund, 2000;
Labaree, 2005). Labaree (2005) further explained how the empirical approach paved the
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way for “administrative progressivism” while the child study movement became what the
author called “pedagogical progressivism” (p. 280). Both state and federal policies along
with pedagogical approaches to presenting curriculum gave way to the process used by
today’s educators in evaluating success. The government’s perspectives emphasize
standardization and accountability (Mondale & Patton, 2002; Sparapani & Callejo Perez,
2015). In a 2011 interview, Ravitch asserted this type of standardization and
accountability has created a scenario in which schools have learned to measure success or
failure by test scores, which have become more than a measure, but at its extreme, the
purpose of education (Roberts, 2011). To the contrary, from a purely teaching
perspective, success is decided in less quantifiable ways. Fullan (2016) suggested
success is measured through students’ efforts to build leadership capacity, develop
cognitive learning skills, and promote collaboration. If so, opportunities to build
capacity, develop cognitive skills, and promote collaboration must be available to all
students and understood by policymakers, practitioners, and researchers as a part of the
success equation. To the extent that Fullan was correct in his assessment of academic
success, additional factors attributed to academic success Latino students draw upon to
complete AP courses in good standing would also include personal attributes.
Academic Success Factors
Researchers Perna and Thomas (2006) proposed a student success framework
(SSF) model organized in layers as a deviation from traditional views of success factors
in isolation of each other. For the purpose of this study, academic success factors were
divided into three layers: personal, school, and family cultures. Keeping Fullan’s (2016)
suggested measures in mind, within the context of each layer are subsections providing a
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deeper understanding of how students, particularly Latino students, succeed in their high
school’s advanced coursework. Contreras (2015) and Dweck (2012) suggested assessing
factors influential to academic success in AP courses, such as student attitudes and
behaviors, a school culture that promotes growth mindset, and family impact.
Muhammad (2015) studied the relationship between academic success and parental
involvement, children’s literacy, and early academic support, each as vital to future high
school success. His study pointed to “parents as first teachers playing a central role in
their children’s overall literacy development, impacting future academic success”
(Auerbach, 2007, p. 250).
As a result of the findings of several researchers, identifying multiple factors
Latino students perceive as influential to their academic success became the focus of this
study. Using Perna and Thomas’s (2008) SSF model allowed the researcher to organize
factors not only in SSF layers but also in subsets integral to the discussion, such as
behaviors and attitudes, supports, family dynamics, and socioeconomic status (Contreras,
2015; DuFour et al., 2006; Dweck, 2012; Hawkins, Jaccard, & Needle, 2013). Further,
the researcher discussed a range of cultural nuances, which may also influence Latino
students’ academic success.
Internal Context—Personal Culture
During the transition of Latino students into advanced coursework, “even those
who had done well in the past, showed poorer motivation, less resilience in the face of
difficulty and lower grades” (Dweck, 2007a, pp. 6-7). Nevertheless, there is a growing
body of literature evidencing positive changes in students’ effort and willingness to
persist as a result of transitioning from a fixed to growth mindset and positive self-
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perception resulting in higher levels of academic success (Dweck, 2012). Additionally,
in cases where students were encouraged to develop their minds with appropriate praise
versus general encouragement, researchers found improved student persistence that led to
improved achievement (Bandura, 2012; Dweck, 2007b; Sparks, 2012). Researchers
learned that students who believed in themselves and their abilities to increase their
intelligence did better at problem solving than their counterparts. Even so, according to
one study, students continue to attribute success or failure to other factors such as
teachers who like or dislike them and luck (Weiner, 2005). Students who did not believe
they could increase their capacity to learn and failed to see themselves as high-achieving
students gave up without trying, did not seek assistance, and avoided less than positive
feedback (Weiner, 2005). Students who persisted and maximized their stream of effort
did so when they believed in themselves and their ability to achieve complex tasks
(Bandura, 2012).
In concurrence with Bandura (2012), according to Dweck’s (2009, 2012) studies,
students who believed they could increase their intelligence by utilizing internal attributes
to support their goals toward academic success tended to threaten students who did not
believe they could improve their learning capacity. As a result, they saw a positive
impact on employing internal attributes and academic success through hard work and
confidence in themselves (Dweck, 2009). The role of mindset in academic performance
and success was also examined by Hazrati-Viari, Rad, and Torabi (2012) by analyzing
primary data collected from 250 college students. The researchers concurred that
conscientious, growth-minded students demonstrated higher levels of academic
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achievement compared to others employing different thought processes (Hazrati-Viari et
al., 2012).
Ikpi, Enya, and Johnny’s (2014) findings were explained partly by growth
mindset linked to conscientious study habits and sustained effort, resulting in hard work
and academic discipline. Together they provided a more effective plan for success
(Chowdhury, 2006; Clark & Schroth, 2010; Dweck, 2012; Komarraju & Karau, 2005).
Researchers concluded that the students who believed in their capabilities performed
better in comparison with their counterparts who had fixed mindsets (Dweck, 2012). In
another study, Claro and Paunesku (2014) examined the relationship between growth
mindset and student academic achievement. Both Hazrati-Viari et al. (2012) and Claro
and Paunesku (2014) arrived at the same conclusion, noting students who believed their
intelligence was not fixed and instead could be developed demonstrated higher levels of
achievement compared to their counterparts who did not. Even so, other factors played a
role in students’ success (Claro & Paunesku, 2014). Figure 3 depicts the possible key
overlapping relationships among culture factors influencing academic success.
Students with a fixed mindset believe their intelligence, talents, and basic abilities
cannot be changed or developed (Olszewski-Kubilius, Lee, Ngoi, & Ngoi, 2004). By
contrast, those with growth mindset employed certain attitudes and behaviors resulting in
increased test scores (Yeager & Dweck, 2012) and used deeper learning strategies
resulting in a decreased achievement gap between ethnic majority and minority students,
in some cases (Grant & Dweck, 2003). Even though the role of mindset in academic
performance and success has been examined extensively by several researchers, HazratiViari et al. (2012) used additional internal culture factors to analyze their added impact
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Factors That
Influence Academic
Success

INTERNAL CONTEXT
PERSONAL CULTURE
I believe in my capabilities.
I can grow my intellectual
capabilities through hard
work.
I can achieve more through
perseverence

EXTERNAL CONTEXT
SCHOOL CULTURE
FAMILY CULTURE
School culture supports my
academic success.
Family culture supports my
academic success
Financial security supports
my academic success

Figure 3. Drivers of academic success: Internal and external contexts: Mindset and culture.
Adapted from “Implicit Theories of Intelligence Predict Achievement Across an Adolescent
Transition: A Longitudinal Study and an Intervention,” by L. S. Blackwell, K. H. Trzesniewski,
and C. S. Dweck, 2007, Child Development, 78(1); “Theoretical Perspectives on Student Success:
Understanding the Contributions of the Disciplines” [Special issue], by L. W. Perna and S. L.
Thomas (Eds.), 2008, ASHE Higher Education Report, 34(1).

on mindset. According to Benner and Graham (2009), ethnic minority student groups are
at higher risk of being perceived and judged stereotypically as having a fixed mindset.
Milner, Pearman, and McGee (2013) concurred with Benner and Graham but extended
their findings to external factors that included economically disadvantaged students. As a
result of this perception, financially disadvantaged or marginalized students, a
classification under which many Latino students fall, may feel higher levels of anxiety
about academic growth, which in turn can lower their achievement, particularly in AP
courses (Dweck, 2016b). Holmes (2014) argued that unfavorable school environments
hampered ethnic minority students’ ability to use a growth mindset, even when
developed. Part of the academic success equation led him and others to explore the role
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teachers play as mentors, who serve as role models for Latino students, as they develop
success-minded attitudes (Bandura, 2012; Dweck, 2016a).
Perceptions of student potential. Latino students have unique perceptions about
their ability to succeed in advanced coursework and emerge college ready (G. F. Martinez
& Deil-Amen, 2015). It is critical that educators understand those perceptions and
identify and discuss them deliberately in collaboration with their peers. According to
multiple studies, there is an irrefutable link between students’ positive self-perception of
their intellectual capabilities and the development of a growth mindset, both leading to
academic success (Bandura, 2012; Boaler & Dweck, 2016; Dweck, 2009). On the other
end of the spectrum, Dweck (2009) and Becerra (2012) added another dimension to the
discussion in their findings that students’ negative perceptions are connected to reduced
academic achievement.
Becerra (2012) expanded his study by moving from the internal context to external
factors, stating that “all too often both teachers and Latino parents neglect to push their
kids to work hard” when students claim the work is too difficult and have not been
encouraging to persist (p. 167). Kumari and Chamundeswari (2013) viewed selfperception as an important outcome that enhances communication with others, which they
found improved academic achievement. However, they also noted self-perception as a
factor affecting other desirable achievement outcomes (Kumari & Chamundeswari, 2013).
Both teacher and parent opinions of their students’ abilities have an impact on the
students’ self-perception, which affects their academic progress (Becerra, 2012).
Practitioners and parents must understand the implications of self-perception on Latino
students’ success in advanced coursework to support students’ cognitive growth and avoid
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unintentional derailing of their efforts (Bandura, 2012; Becerra, 2012; Dweck, 2009;
Ghazvini, 2011; Hawkins et al., 2013).
Growth mindset and AP initiative. Advanced coursework for Latino students
with a growth mindset deserves a careful examination. Supported by interventions,
nontraditional AP students have been successful according to a 2002 study by Aronson et
al. One hundred and nine African American college students were placed in three control
groups. One group had no interventions, one group was taught growth mindset, and the
last group was influenced by fixed-mindset suggestions. Where growth mindset was
promoted, students made progress toward academic success. The researchers learned that
the African American students who believed they could increase their levels of
intelligence and academic success enjoyed their studies, while those with a fixed mindset
and no interventions did not (Aronson et al., 2002). The results indicate that mindset has
the potential to change students’ thinking in ways that produce desired academic
outcomes, especially among vulnerable populations.
Several factors can impact growth mindset when used as an intervention to
increase at-risk populations’ academic success. Those factors include a teacher’s growthmindset conviction, a belief that academic success is possible with hard work and effort,
and students’ beliefs that along with a strong school and family culture, their attitudes
and behaviors support academic achievement that can influence their academic success.
Notwithstanding the latter two factors, most studies have confirmed a direct correlation
between a growth mindset and academic engagement and success in challenging
coursework (Dunn, 2012; Dweck, 2009; Elliot, Dweck, & Yeager, 2017).
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Pointing to the AP Program’s early success and the advantages participation
provided, schools promoted its inevitable growth well beyond the founders’ original
intent of advancing the futures of the brightest students from private and selective
suburban schools (Rothschild, 1999). Education leaders quickly understood that students
from a collection of diverse high schools and different backgrounds could benefit from
participation in AP courses and could succeed on the AP exams with the proper training
and support (Rothschild, 1999). Between 1990 and 2000, students taking AP
examinations increased from 330,000 to more than 760,000 (College Board, 2003).
Nevertheless, access for Latino students remains compromised. Without coming to terms
with school cultures supporting disparities between Latino students and their Caucasian
peers, enrollment in AP courses will continue maintaining its disproportionate status
(Darling-Hammond, 2010; Kozol, 1991, 2005; Lewis, 2007).
External Context—School Culture
Notwithstanding a healthy self-perception and mindset, Schunk (1989) brought to
the forefront a critical point both Bandura (2012) and Dweck (2009) reiterated in their
more recent studies in which they revisited their theories. They agreed that one’s selfefficacy and growth mindset is only a component of a students’ behavioral makeup
impacting academic achievement. Competent performance also requires positive
classroom environments in which requisite skills are taught and monitored, teacher
feedback and high outcome expectations are evident, and an overall success culture is
supported influencing attitudes promoting academic success (Bandura, 2012).
According to McCormick, O’Connor, Cappella, and McClowry (2013), at-risk
school environments can create a school culture associated with the underachievement of
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ethnic minority students, including those who belong to Latino culture. McCormick et al.
opined it is the school rather than the individual pupil that is at risk. For example, Egalite
et al. (2015) reported that children who attend poorly maintained public schools with
unqualified teachers were said to be learning in an at-risk environment. Researchers and
scholars argue that favorable school cultures contribute to students’ achieving academic
success and demonstrating higher levels of performance in the classroom (Hull, 2017).
Given that public school programs and other institutional features are known to
create conditions affecting students’ academic success, with the lack of a strong school
culture of academic support programs and encouragement, academic failure may result
(J. Cohen, Cardillo, & Pickeral, 2011). Hence, many features of classrooms and schools
(e.g., inferior standards, low education quality, misunderstood cultural differences, poor
student-teacher and student-student communication, and underpreparation for advanced,
relevant curriculum) tend to drive Latino students away from rigorous academic
schedules (Schulz & Rubel, 2011). At the same time, effective and culturally responsive
teaching practices can contribute to Latino students’ willingness to attend their classes,
encourage a growth mindset, and help them achieve academic success (Hawkins et al.,
2013).
While Morazes (2016) emphasized the importance of a positive environment
where students can learn and grow their intellects, J. Cohen et al. (2011) reported that
many Latino students felt uncomfortable in their school and classroom environments,
thus retarding their progress. Essential to the discussion of school culture is Latino
students’ exposure at earlier ages outside the family unit. It is not uncommon for Latino
children to receive care and develop within their home environment exclusively, resulting
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in limited friendships outside their family unit (Plastino, 2006). As a result, when Latino
students enter the classroom in a different social environment with alternative norms for
the first time, they may experience feelings likened to “alienation” manifesting as lower
levels of knowledge and skill sets in comparison to Caucasian students’ orientation to the
same classroom environment (Plastino, 2006). Without the deliberate development of a
welcoming and inclusive school culture where practitioners are aware of the cultural
needs of their students, academic success may be delayed (J. Cohen et al., 2011; Plastino,
2006).
Teacher role. California educators have long grappled with finding practical
solutions to the expanding Latino achievement gap in pursuit of its closure (DuFour et al.,
2006; Noguera & Wing, 2006). One possible theory of reaching academic success and
closing the gap comes from psychologist Albert Bandura (1977). His research concluded
that students who receive mentoring support in a positive school environment will
succeed in challenging tasks, such as advanced coursework. He contended that providing
students with observable mentors results in students’ imitating the mentor, a process
having a notable influence on student achievement (Bandura, 1977). Coupled with
effective approaches to culturally responsive academic supports in an encouraging school
environment, increased exposure to mentors often results in academic success. Bandura
(2012) and Dweck (2010a, 2010b) agreed with DuFour et al. (2006) that in a successoriented learning environment with positive mentors, students will often grapple with
difficult work, face failure as a challenge, and take on even more challenging tasks, often
meeting their academic goals. Most often mentors are the teachers, whose roles have
changed significantly over the past decade (Bandura, 2012; Muhammad, 2015).
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The teacher’s critical role is no longer traditional. In previous decades, teachers
were characterized as purveyors of information, a role having less purpose today
(Downes, 2011; DuFour et al., 2006). Today, California teachers must provide
marginalized students with differentiated support services to ensure requisite skill
knowledge to assuage their disproportionate representation in colleges and universities
and provide innovative, flexible, and productive learning environment (Cal. Ed. Code §
44666; CDE, 2016; Downes, 2011). For example, supporting Latino students
experiencing advanced classes for the first time requires teachers to provide well-vetted,
culturally responsive instructional strategies leading to meaningful, mentoring
relationships between teacher and student (DuFour et al., 2006; Hattie, 2012; Marzano,
2003; Muhammed, 2015; Vygotsky, 2012).
A major component of the overall strategic planning process among schools and
districts is helping teachers understand how to support its most vulnerable and
underdeveloped students. Understanding how teachers affect mindset and academic
achievement is pivotal to the overall strategic planning for school, district, and state
efforts to support its most at-risk students (Dweck, 2012). In the case of Latino students,
to improve their opportunities and performance in AP coursework, evidence is needed to
determine how teachers connect to their school’s success culture, promote growth
mindset, and provide mentorship (Dabado, 2014; MacNeil, Prater, & Busch, 2009).
A substantial body of proof suggests mindset is influenced by teacher-driven and
teacher-implemented interventions (Boaler & Dweck, 2016; Dweck, 2016a; Yeager,
Walton, & Cohen, 2013). In their 2012 findings, Farrington et al. captured the challenges
in closing the opportunity and achievement gaps for underrepresented students in
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advanced courses. They reported that academic success is determined not only by
standardized test scores, but more importantly and indicative of future success, by
internal and external sociocultural factors employed, coupled with grades, metacognitive
strategies, and mindset (Farrington et al., 2012).
According to Farrington et al. (2012), both cognitive and noncognitive factors
have a direct impact on students’ academic achievement as well as their college
completion potential. The connection to teachers’ roles in academic success gives
researchers reason to pause. Understanding which noncognitive factors influence
students’ academic success and knowing how to develop the necessary skills, personal
traits, and characteristics is complex (Dweck, 2016a). Researchers are employing
assumptions, citing factors that consider malleability, resulting in better performance,
higher grades, and overall academic success (Bandura, 2012; Dweck, 2016b; Farrington
et al., 2012).
Mindset and cognitive researchers alike agree that teachers’ roles as mentors are
essential to academic success, thus substantiating the importance of how growth mindset
and noncognitive factors position in the academic achievement of vulnerable and
marginalized students (Bandura, 1977; Boaler & Dweck, 2016; Dweck, 2016a).
Teachers’ roles also include a careful understanding of how these factors influence
learning and what strategies must be employed to develop students’ attitudes and
behaviors framing their learning strategies, impacting their day-to-day work in an
academic and classroom environment (Farrington et al., 2012). According to Yeager et
al. (2013), mindset alone will not determine academic success. They posited that
“preparing students to learn by teaching them that intelligence can be developed can help
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them view struggles in school, not as a threat, but as an opportunity to grow and learn”
(Yeager et al., 2013, p. 62). The opportunity also embodies a culture of access to
advanced curriculum.
Access to AP Program. Several researchers agree that increasing the number of
Latinos in advanced courses and improving their success rate will have a positive impact
on ameliorating their low college admission rates (Holcomb-McCoy, 2012; Jiménez &
Horowitz, 2013; Lipp, 2011; Muhammad, 2015; Solórzano & Ornelas, 2002). Even so,
there are studies pointing to the lack of authentic stories from the Latino students’
perspective on the topic as detrimental to effective, strategic planning for their success.
Lipp (2011) described not only their experiences accessing and participating in AP
courses but also factors influencing Latino students’ academic success once enrolled,
each from the teacher’s perspective. In his 2011 dissertation, Lipp contended that giving
Latino students voice to share their experiences in advanced courses has merit.
Given the challenges America’s public schools face, Lipp (2011) recommended
that researchers listen while Latino students share their experiences successfully
navigating AP courses and their understanding of factors that related to their ultimate
academic success. It is also possible that a variety of academic support systems are
factors influencing student success in AP courses, and without them, an impediment to a
college education (Delgado & Stefancic, 2017; Muhammad, 2015; Solórzano & Ornelas,
2002). As a result, the elusive college education for many Latinos remains in the hands
of their teachers, who have heard their pleas for help (Holcomb-McCoy, 2012;
Muhammad, 2015).
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Latino students await public discussions about college-preparatory education to
inform high school educators of strategies to support the students’ academic success
(Ladson-Billings & Tate, 1995; Muhammad, 2015). In collaboration with the College
Board, district leaders throughout California are improving the quality of secondary
course offerings for their students. Researchers and policymakers continue examining
students’ rights to academic rigor and support opportunities. As a result, Latino students’
participation in AP courses has increased steadily over the last 5 decades. However, even
with 25% of the nation’s public high school students enrolled in the AP Program and 32%
of California’s public high school students taking an AP exam, only 15% nationally and
20% in California earned a score of 3 or better (College Board, 2017). Table 2 compares
participation and AP exam scores between Latinos and Caucasians while Table 3
compares Latino students to Caucasian students earning a score of 3 or better in an AP
course.
Table 2. AP Program Participation
1955-2016 Annual AP Program Participation
School year
1955-1956
1965-1966
1975-1976
1985-1986
1995-1996
2005-2006
2015-2016

# of schools

# of students

# of exams

# of colleges

104
2,518
3,937
7,201
11,274
15,380
21,953

1,229
38,178
75,651
231,378
504,823
1,221,016
2,611,172

2,199
50,104
98,898
319,224
785,712
2,105,803
4,704,980

130
1,076
1,580
2,125
2,875
3,617
4,199

Note. Data from Annual AP Program Participation 1956-2016, by College Board, 2016a
(https://secure-media.collegeboard.org/digitalServices/pdf/research/2016/2016-AnnualParticipation.pdf); The 10th Annual AP Report to the Nation: State Supplement—California, by
College Board, 2014c (http://media.collegeboard.com/digitalServices/pdf/ap/rtn/10thannual/10th-annual-ap-report-state-supplement-california.pdf).
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Table 3. 2013 =Participation in the AP Program and Excellence
2013 and 2016 California Participation in the AP Program and Excellence

Score
1-5
3-5

School
population

2012-2013
Latino
population

Caucasian
population

152,647
101,415

58,492
35,730

43,392
31,927

School
population

2015-2016
Latino
population

Caucasian
population

743,280
429,652

285,084
122,148

196,861
137,203

Note. Numbers represent the number of students taking at least one AP exam during high school.
Adapted from The 10th Annual AP Report to the Nation, by College Board, 2014b
(http://media.collegeboard.com/digitalServices/pdf/ap/rtn/10th-annual/10th-annual-ap-report-tothe-nation-single-page.pdf); The 10th Annual AP Report to the Nation: State Supplement—
California, by College Board, 2014c (http://media.collegeboard.com/digitalServices
/pdf/ap/rtn/10th-annual/10th-annual-ap-report-state-supplement-california.pdf); 2015-2016 AVID
Seniors [Electronic database], by AVID, 2017a (http://www.avid.org/senior-data.ashx).

To further describe the importance of Latino students’ enrollment and success,
proportionality in AP courses and exams, and understanding factors influential to their
success, the following data were presented in the 2010 College Board report to the nation:
In 2009, 56.3% of students took one AP exam, 25% took two AP exams, and 11.5% took
three AP exams. Although a majority of students nationwide took only one AP exam in a
given examination year, the number of students taking and passing AP exams is rising.
Even so, information published in the 2011 College Board (2011a) AP report suggested
that although AP participation of students coming from underrepresented and
disadvantaged backgrounds is increasing, the AP exam passage gaps continue. In 2009,
students identifying themselves as Latino and Hispanic made up 15.9% of the public
school population, with 15.5% taking at least one AP examination in their high school
career (College Board, 2014a, 2014b). Nevertheless, AP exam success is not as high as
their participation rates (College Board, 2007, 2016b).
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It is evident that bias continues over who should have access to and support for
educational success in advanced courses as schools continue to be part of the
institutionally race-insensitive problem (Lewis, 2007). Not only are access policies in
need of review, but also culturally responsive support systems that meet requisite needs
of Latino students reviewed. More attention is needed to providing access to and
preparation for advanced courses, with consistent and targeted support programs leading
to successful completion, coupled with a constant mindset message that encourages a
formula for increased numbers of Latino students’ college matriculation and
undergraduate degrees (Cubis, 2007; Muhammad, 2015).
Disproportionality in AP enrollment. Discussions about educational equity and
proportionality challenge the status quo. They disrupt existing practices and test the
ideology around school failure (Solórzano & Ornelas, 2002). However, attempting to
remedy inequalities in academic success among Latino students in AP courses within a
traditional school structure may be shortsighted if it begins and ends there. Contrary to
Solórzano and Ornelas (2002), Noguera and Wing (2006) contended that merely
disrupting status quo in schools will not solve inequities. According to findings of their
Diversity Project study, Noguera and Wing concluded that change required to bring about
equal access to educational opportunities in the public school system could not occur until
the inequalities in society are remedied (Delgado & Stefancic, 2017). Although remedies
in society will eventually filter to schools, struggles in providing Latino students with
access to rigorous curriculum cannot wait for public policy (Ladson-Billings & Tate,
2006).
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Latino achievement gap. The academic achievement gap exists between
Caucasian students and most minorities, but the gap between Caucasian students and
their Latino counterparts is most disturbing, as it affects American education each year
due to the shifting demographics of the country (Salam & Sanandaji, 2004). Although
extensive research continues, causes and potential solutions for the Latino performance
gap closure elude researchers. In the United States, researchers and educators continue to
question what strategies are effective with Latino students to address the sobering
statistics (Kulm, 2007). In 2016, the NCES reported that between 2000 and 2013, the
percentage of Caucasian school-age children decreased from 62% to 53%, while Latinos
grew from 16% to 24% (Musu-Gillette et al., 2016). Even so, 42% of Caucasian students
between the ages of 18 and 24 attended 4-year colleges and universities, while 34% of
Latinos matriculated (Musu-Gillette et al., 2016). As a measure of the academic success
of each group, NCES reported 69% of Caucasian college and university attendees
graduated with a bachelor’s degree, while 15% of Latinos graduated with the equivalent
degree (Musu-Gillette et al., 2016).
Educational leaders have been making earnest efforts to expand access to AP
courses for students of color, in many cases resulting in open-access implementation
(Merritt, 2016). Even so, Ford, Grantham, and Whiting (2008) found, in every study,
literature review, or report about gifted education demographics, African American and
Latino students were underrepresented without fail. Toppo (2013) noted over 300,000
non-Caucasian students in 2012 who were deemed AP ready did not participate in AP
courses. While focus on increasing diversity in Gifted and Talented Education (GATE)
programs is improved, fewer studies explore equity in AP Program enrollment (Toppo,
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2013). In The 4th Annual Report to the Nation, the College Board (2008) noted
significant African American and Latino AP underrepresentation and appealed to schools
to adjust policies to increase their participation. For example, in 2007, the College
Board’s report to the nation specified African American AP participation was 50% less
than their Caucasian peers. AP enrollment demographics in 2008 indicated that the
highest level of African American participation was in AP Human Geography at 9.7%
(Ford et al., 2008). Ford et al. (2008) believed underrepresentation occurred as a result of
the lack of AP course offerings in districts where minority students are the majority. To
the contrary, in affluent communities, AP course offerings are plentiful, comparatively
necessitating an increase of AP course offerings in both urban and poor school districts to
provide rigorous academic programs to all students proportionately (Hallett & Venegas,
2011). Among nonnative English speakers, access to AP courses is one of several
success indicators, while access to programs effectively targeting language development
is another predictor of academic success.
Language access. The importance of learning to speak English, particularly as it
pertains to interactions for Latinos in American schools, is a significant consideration for
academic success (L. Torres, 2009). In a 2009 study, L. Torres highlighted the value of
speaking both English and Spanish. Beyond language acquisition, several participants in
Torres’s (2009) study indicated that as active communicators who could express ideas
bilingually, they had mastered an essential skill, could communicate positively with their
peers and teachers, and could guide their academic preparation and planning to meet their
postsecondary goals. In the context of building positive and welcoming school cultures,
parents’ language abilities that render them able to navigate their children’s education

57

through their bilingual abilities encouraged relationship building with teachers and school
administrators positively to support their children’s academic goals (L. Torres, 2009;
D. Vega, Moore, & Miranda, 2015). L. Torres (2009) explained, “It’s not just speaking
English; it’s being able to communicate what you are thinking” (p. 599). Building an
inclusive school culture that differentiates between U.S.-born and non-U.S.-born Latino
Spanish speakers is vital as there are deeply embedded nuances to consider when
becoming a part of the school’s supportive success culture (L. Torres, 2009).
Early literacy. D. Vega et al. (2015) reported that “by following early literacy
practices, parents contribute significantly to their children’s success throughout their
entire education” (p. 53). Although early education programs have a meaningful effect
on children’s literacy, their effectiveness varies depending on the particular student group
and parents’ support levels in the home (Darling-Hammond, 2010; Plastino, 2006;
Wilder, 2013). Konstantopoulos, Miller, Van der Ploeg, and Li (2016) discussed the
implications for low-income individuals who cannot afford these programs. As a result,
many children still experience a lack of literacy skills required to begin school and
maintain a learning trajectory on par with their peers, who have experienced pre-school
training and parent support at home (Wilder, 2013).
Antilla (2013) attempted to establish the relationship between children’s literacy,
parental involvement, and their academic success in primary school. The researcher
determined that children’s literacy skills not only prepared them for beginning their
formal education, but also acted as a significant indicator of academic success in
subsequent years of formal education (Antilla, 2013; Shute, Hansen, Underwood, &
Razzouk, 2011). Morazes (2016) produced similar results in a study of students who
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lacked early literacy development skills and competencies, later lagging behind their
classmates once enrolled in formal education and continuing to fall further behind
academically well into their secondary school years. By contrast, H. Park et al. (2015)
mentioned literacy as an important indicator of academic success only at the initial stages
of children’s education. Hawkins et al. (2013) argued that by entering a classroom
environment at any level, children were able to improve their literacy level significantly.
As a result, the disparity between children with different literacy levels would become
less considerable (Colón-Muñiz & Lavadenz, 2015).
Early language support. School districts across the country have developed a
wide range of childhood programs providing economically disadvantaged children, a
group in which many Latino students are classified, with early language education in
preschool settings (Kozol, 2005). Pioneers in the field, Campbell and Ramey (1994)
committed to examining impacts of early supports on intellectual, academic, and
language achievement by analyzing data collected from 111 children. The study
concluded that children lacking a preschool experience were among those who scored an
intelligence quotient (IQ) of 70 or below (Campbell & Ramey, 1994). These findings
began a flurry of studies to gather more data on early interventions and how they
contribute to children developing their literacy skills and gaining knowledge, which
positively affect their academic performance in later years of education (Antilla, 2013).
Academic support. Historically, secondary schools provided interventions to
address performance gaps and increase academic performance in the public education
system. Academic progress in the United States has been underlined by a requirement to
measure progress, which is essentially the way educators measure success (Labaree,
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2007). However, as Chen and Rossi (1987) asserted, the complex intervention system
devised to support academic success often leads educators in and out of programs with
less than stellar results. There is little doubt that Latino students will benefit from shared
school expectations of success and its measures, especially when teachers use
instructional strategies including scaffolding and differentiation, often found in support
programs (Hattie, 2012; Muhammad, 2015).
Important in the discussion about academic success are beneficial support
programs guiding students through advanced college-preparatory courses while
advancing their cognitive skills. Schools with a prominent success culture will offer
special programs, such as the Advancement Via Individual Determination (AVID).
AVID, known for developing college culture among minority students, focused on
promoting a schoolwide culture of success and advancing students’ confidence in the
internal and external factors supporting academic achievement that help them meet their
educational goals (Holcomb-McCoy, 2012). Throughout the United States, public high
schools include support program like AVID as an intervention that prepares students for
the rigors of college and career.
Advancement Via Individual Determination
Beginning in 1980, Mary Swanson, an English department chair from Southern
California, started AVID to support at-risk students, bussed from inner cities to the
exclusive and high-academic-achievement Clairemont High School (AVID, 2017b).
Based on its early success, AVID spread to eight states, and by 1997 more than 500
secondary schools in those states had initiated the program (Garcia, 2001). Especially in
states with high minority populations disproportionally enrolled in AP courses and
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meeting college entry requirement, schools continue providing AVID, often without a
consistent budget. Among the top states in the country noted for their successful AVID
programs, Arizona and California struggle to continue fiscal support, seeking grants
continuously to fund their AVID schools to retain a structured college-going culture
(CDE, 2017a; Irish, 2015).
In Monterey County, California, where 78% of school-aged students are Latino,
most high schools offer AVID to support student learning, studying, and developing
academic work ethics and requisite skills critical to their academic success in advanced
courses like AP courses (AVID, 2017b; CDE, 2017a). AVID affects students’
achievement positively through the use of writing and inquiry strategies, cohort-style
collaboration, organizational planning, and critical reading, which prepares them not only
for the rigors of AP courses but also for overall college readiness (CDE, 2017a).
Data support AVID’s effectiveness. It is evident nationwide that Latino students
are benefitting from AVID. In 2015-2016, AVID (2017a) reported 42,418 supported
seniors graduating throughout the United States with 79% accepted to colleges and
universities. Seventy-four percent had parents with no advanced education; 74% were
socioeconomically disadvantaged, and 25% were English language learners.
Additionally, according to the report (AVID, 2017b), 78% of those seniors took at least
one AP course. According to AVID’s 2015 California Snapshot, 68% of the 161,402
students enrolled statewide were Latino. In 2015, AVID reported that like California,
minority students meeting college requirements were keeping pace with their Caucasian
peers, thus pointing to a possible academic gap closure.
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The gap closure in California was further evidenced in attendance rates among
Latinos registered at a 4-year institution, growing from 53% in 2013-2014 to 58% in
2015 (AVID, 2015). In the 2014-2015 school year, 98% of the 109,753 Latino AVID
students reporting indicated they would be graduating from high school. Ninety percent
planned to attend a postsecondary institution (AVID, 2015). In preparation for
matriculation, 73% reported taking at least one AP course, with 61% taking the
corresponding exam (AVID, 2015).
Across the country, AVID reported similar data. In its 2016-2017 nationwide
statistical report, progress in college attendance and persistence among AVID minority
students was evident in comparison to non-AVID students (AVID, 2017a). Particular
growth was reflected in both California and Arizona according to the states’ departments
of education. The Arizona Department of Education’s newsletter reported two secondary
schools in the top 2% of the 5,400 AVID schools worldwide for the number of Latino
students meeting college entry requirements (Irish, 2015). The CDE (2017c) also
reported progress even though funding was transferred from the state’s education budget
to individual districts. In 2012, AVID reported 90% of over 700,000 students annually
were meeting college entry requirements nationwide in comparison to 35% of U.S.
students overall (AVID, 2013). The data presented in Figure 4 compare AVID seniors
who met college elective requirements to non-AVID students having met the same
requirements.
AVID schools lead the nation. Although AVID serves all students, its primary
focus is those students in the middle, who, with limited resources at school and home,
might otherwise be lost in the system (Bernhardt, 2013). The data revealed in Figure 5
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Figure 4. Demographics of AVID elective secondary students in 2013-2014: Seniors completing
college elective requirements. Filipino and other not classified by Greene and Forster (original
source). National data represent the most current comprehensive data available. Adapted from
AVID (2014) and Greene and Forster (2003), as cited in 2014 Year in Review, by AVID, 2014
(https://legacy.avid.org/_documents/2014%20Year%20in%20Review_web.pdf).

evidence AVID strategies supporting a higher level of minority students than are served
nationally, remarkable when considering the minority student rates in each state.
Because it is estimated that by the year 2020, two thirds of all jobs will require some
level of postsecondary education, preparing Latino students for 21st-century careers by
providing the necessary skills to succeed in the classroom and workplace is essential
(Carnevale & Fasules, 2017). The AVID (2017b) formula is straightforward, succinct,
and raises expectations of students, and with the AVID support system in place, those
students will rise to the challenge. Its mission’s success is evidenced by AVID’s (2017b)
report summarized in Figure 5, showing a 94% success rate among Latino AVID students
who completed the California state college system’s entry requirements.
Prominent AVID-sponsored skills support both U.S. and specifically California
students with their academic success that outpaced their non-AVID peers in meeting the
4-year college entry requirements (Guthrie & Guthrie, 2002). According to Nelson
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Figure 5. 2015 4-year California college requirements met. Adapted from AVID (2015) and
California Department of Education Data Reporting Office (2015), as cited in “AVID College
Readiness System: A Bright Future for California Pupils” [PowerPoint slides], by K. A. Mitchell,
2018, Slide 8 (http://slideplayer.com/slide/12383740/).

(2007), AVID students learn study and organizational skills, in-depth questioning, and
synthesis of information necessary and not learned through direct instruction, but better
acquired through collaboration and the active independent learning AVID stresses.
In the United States, Latino students’ AVID participation represents over 59% of
all enrollees. Even so, the Latino achievement gap continues to grow. America’s future
Latino high school graduates will be among groups of low-income students, firstgeneration students, and students of color with historically low college completion rates
(Western Interstate Commission for Higher Education, 2008). For these students, “going
to college is their first, best, and last opportunity for success. Without achieving
academic success in Advanced Placement courses in high school, their futures are
uncertain” (Carey, 2004, p. 5).
External Context—Family Culture
According to Lehman (2016), culture has a substantial impact on human
characteristics—attitudes and behaviors that influence both internal and external culture
factors. When examining Latinos’ attitudes and behaviors, Latinos were noted as tolerant
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and sympathetic toward others, tending to establish psychologically close family ties
(Benner & Graham, 2009; Contreras, 2011). In a 2003 study, Chavous et al. reported
Latinos as highly collectivistic, meaning they prioritize group interests over individual
wants. For example, Latino men are taught to be responsible for family concerns, needs,
and financial well-being of families often larger and younger than their American
counterparts (H. Park et al., 2015; Vega-Costas, 2012).
Latinos are also characterized by a high level of pride and dignity, in particular
among the male population (Lehman, 2016). As a result, Latino men believe that
working, even for little money, is more honorable than entering an education program,
where failure to complete is highly likely (Lehman, 2016). This cultural characteristic
has a direct impact on the number of Latino males with postsecondary degrees and a
potential reason for Latinos’ overall underperformance in high school education (Clutter
& Nieto, 2000; Henfield & Washington, 2016; Holcomb-McCoy, 2012; Lehman, 2016).
Nevertheless, family dynamics, communication, and time orientation are factors
presenting reasons for Latinos’ strained interactions with the public school system,
ultimately influencing Latino students’ academic achievement and success in advanced
coursework and postsecondary planning (Bankston & Zhou, 1995; Contreras, 2015; Watt,
Huerta, & Lozano, 2007).
Family dynamics. The traditional Latino family is characterized as a loyal and
loving unit prone toward more group orientation than individual focus (Long, 2013).
Latinos place a strong emphasis on family, a major source of their identity, protection,
security, and comfort through hardships and strife (Carteret, 2011). Of most importance
is their sense of belonging to family and close friends whom they trust (Carteret, 2011;
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Long, 2013). Those who do not fall within the family and friendship base may find it
difficult to develop a long-lasting, trustworthy relationship (Carteret, 2011). Schools
must give Latino families ample time to discuss important decisions with extended family
members, thus gaining parents’ trust and confidence (Carteret, 2011; Haughney, 2016;
Landal, Oropesa, & Bradatan, 2006). In Landal et al.’s 2006 study, the researchers
concluded that many Latino families new to the United States are unprepared for family
life in a different culture, thus impacting their traditional family structure and strength,
which not only affects spouses but also affects the children. In another recent study at
Florida State University, Haughney (2016) noted threats to the family structure were
causing a variety of stressors from health problems to functional work and educational
success. Preparing students and their families for the challenges of family life is
important and will benefit them both individually in school as well collectively in the
home (Haughney, 2016).
Based on shifting family configurations in the home, Landal et al. (2006)
concurred with W. A. Vega (1995) in his findings noting the “changing family structures,
including marital disruption and cohabitation, could represent the most important issue
for Latino family theory and research in the decades ahead” (p. 6). The shifting family
structure includes dually employed parents and higher divorce rates, purporting
diminishing support for Latino students as well as socioeconomic implications, one of
this study’s noted success indicators (Carteret, 2011; Haughney, 2016; Kendall, 2011;
Landal et al., 2006). With higher rates of single-parent Latino families, studies have
reported greater risks for school-aged children throughout the education spectrum
resulting from conflicts within the home (Carteret, 2011; Clutter & Nieto, 2000; Long,
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2013; Zeiders, Roosa, & Tein, 2011). Zeiders et al. (2011) cited stressors resulting from
family conflict, communication obstacles, and time orientation as responsible for
students’ lack of focus in the classroom and strained relationships with adults as an
impact to academic success.
Parent role. Researchers in the field have widely acknowledged the connection
and positive effects between parent involvement and adolescent academic success
(Alexander, Cox, Behnke, & Larzelere, 2017; Auerbach, 2007; Kuperminc, Darnell, &
Alvarez-Jimenez, 2008). Nevertheless, Latino parents in the United States, especially
those with multiple jobs and large families, engage their children in more home-related
activities to facilitate intellectual development and academic growth than community or
school-sponsored activity (Zhang, Hsu, Kwok, Benz, & Bowman-Perrott, 2011).
Understanding how Latino students interpret their parents’ approach to supporting their
learning was clarified in a 2017 study. In a recent survey, Alexander et al. (2017)
confirmed the following:
1. Latino students (64.9%) believed their parents’ lack of school involvement
resulted from work schedules.
2. Latino students (43.8%) believed their parents’ lack of school involvement
resulted from language barriers.
3. Latino students (11.4%) believed their parents’ lack of school involvement
was due to a belief that school was unimportant. (p. 173)
The findings from Alexander et al. (2017) are important as confirmation that
Latino students believe their parents care greatly about education even if they are not
involved physically at school (Ceballo, 2004). At the same time, Grant and Dweck’s
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2003 study confirmed the need for a comprehensive program to help Latino parents with
involvement strategies to include various support techniques on creating favorable home
environments while simultaneously establishing frequent and clear communication with
their children. Additionally, consistent communication and collaboration with teachers
would further ensure benefit to their children’s academic achievement, beginning with
early childhood education through secondary school experiences (Grant & Dweck, 2003).
Socioeconomics aside, schools must provide opportunities for economically
disadvantaged parents to understand how best to support their children at home in ways
that have a positive impact on the broadening Latino achievement gap for students from
families in poverty (Zhang et al., 2011).
Socioeconomics. An important finding from Antilla’s (2013) study was the link
between literacy and academic success, but the study also emphasized the role of
socioeconomic factors in children’s literacy development. Although parental
involvement, literacy, and school environment are among the more widely cited factors
that influence students’ academic success (Allen & Jayakumar, 2012; Ibarra, 2004),
children in families that benefit from high economic status have better access to
education compared to those families belonging to a low-income group (Antilla, 2013;
Morazes, 2016). A 2015 report from Excelencia in Education on the condition of Latinos
in education shared the number of students in schools with high degrees of poverty
(Santiago, Galdeano, & Taylor, 2015). The report stated that in 2012, 37% of Latino
elementary school children attended schools where a majority of students qualified for
free or reduced-price lunch programs in comparison to 9% of Caucasian students, which
data confirmed as impactful to learning (Santiago et al., 2015).
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Economic stability has been found to be significantly impacted by family size and
directly linked to academic achievement (Cheung & Andersen, 2003). Although Cheung
and Andersen’s (2003) study focused on the British education system, their findings
apply to the American education system in general, and California’s in particular, since
the systems have much in common. Latino families are usually larger and younger
compared to their Caucasian and Asian counterparts (Hull, 2017). Personal attitudes and
behaviors as well as family dynamics (i.e., economic status and parent availability and
communication) can partly explain Latino students’ academic underperformance and
underachievement (Holloway, Park, Jonas, Bempechat, & Li, 2014; Schulz & Rubel,
2011). Hull (2017) concluded that the lack of financial resources presents one of the
most considerable barriers to Latino students’ overall academic achievement.
Communication. The Latino population shares a collective value around the
exchange of information and communication, resulting in many Latino students’
developing into active social media users (Center for Disease Control, 2011). Their
verbal communication is respectful and courteous, yet when engaged in nonverbal
communication, they interpret eye contact as a challenge or intimidation factor, which
can lead to conflict in a school environment (Supraner, 2010). Mushtaq and Khan (2012)
asserted that without a variety of culturally acceptable and sophisticated communication
techniques, Latino students lack the needed encouragement to self-advocate, engage
academically with their peers, and participate in extended verbal interactions.
From a study of over 140 student responses, Mastoory, Harandi, and Abdolvand
(2016) shared similar findings, confirming positive effects within students’ academic
networks resulting from a teacher-maintained reliable and friendly communication
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structure in the classroom. Although Al-Madani (2015) produced similar outcomes
regarding teachers maintaining a supportive, communicative environment, his findings
did not confirm a significant improvement effect in peer-to-peer communication.
Time orientation. When examining similarities and differences between Latino
family culture and the broader American cultures, it is essential to investigate time and its
implications for academic expectations and success. When discussing time as a cultural
attribute, Welsch and Vivanco (2015) noted that although Latinos have respect for time,
its constraints, and commitments, they do not place the same importance on time as it has
in the American culture. If a member of a Latino family experiences a nonemergency
family event (emergencies are treated as primary among multiple cultures), the day’s
plans are dismissed in favor of supporting the family first (Welsch &Vivanco, 2015).
Latino families are flexible with their time schedules and tend to make room for friends
and associates as well (Long, 2013). Long (2013) explained that Latinos share a culture
that concerns itself with the present rather than the future. Also, Latino families will
often engage in various activities at the same time, “having a reputation for being on what
Welsh and Vivanco coined as Latin time, generally out of concern for others” (Long,
2013, p. 2). Long also pointed out that Latinos tend to place great importance on
solutions rather than on a circumstantial analysis.
In contrast to Latino culture where time is viewed flexibly, it is well cited in the
existing body of education literature that academic achievement and success in AP
courses are identified with a rigid study schedule and an unwavering commitment
(Holmes, 2014; Long, 2013; Welsch &Vivanco, 2015). For example, in their 2015 study,
Egalite et al. found students’ involvement in whole-class instruction allowed little time
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for their interaction with the teacher and other students. As a result, students tended to
demonstrate passive behaviors in the classroom, which negatively influenced their
learning capability (Flashman, 2012). Colón-Muñiz and Lavadenz (2015) posited the
lack of time spent communicating with their peers did not allow Latino students to help
themselves and generate extended responses to in-depth questions characteristic in AP
coursework. Mushtaq and Khan (2012) confirmed the importance of a positive
educational experience where much time is dedicated to peer-to-peer communication and
engagement, leading students to higher levels of academic achievement and success.
They also suggested the same importance for consistent and undisturbed time for study
(Mushtaq & Khan, 2012).
Latinos and Public Education
As the fastest growing ethnic minority in the United States, representing 17.8% of
the country’s population, Latinos total approximately 57 million, with a growth
projection to 120 million by 2060 (Musu-Gillette et al., 2017; Pew Research Center,
2015). It is, therefore, essential to understanding the Latino culture and its influence on
students’ academic achievement and success. Latinos come from many backgrounds,
countries, and regions, posing a challenge for researchers in evaluating how their culture
impacts academic success since all Latino cultures cannot be lumped into one
demographic. With the majority of California’s Latino population supporting a Mexican
heritage, for the following discussion of Latinos’ education in public schools, the
discussion moves toward a California-based concentration (Pew Research Center, 2015;
Schneider, Martinez, & Owens, 2006).
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Latino Education in California
The American educational system struggles to fulfill its promise of rigorous and
equal education for all students. Among states with the highest Latino student
concentrations, California’s Latino families continue waiting for a close examination of
both requirements to succeed in advanced curriculum and culturally responsive academic
opportunities for their children, providing them with the same competitive advantage in
meeting college entry requirements as their Caucasian peers (Delgado & Stefancic, 2017;
Ladson-Billings & Tate, 1995; Muhammad, 2015). For decades, California’s Caucasian
students have outperformed their minority counterparts, creating a significant
achievement gap, often transcending economic status (Olszewski-Kubilius et al., 2004).
Although the education system is expected to provide all students with equal learning
opportunities, there is still no consensus on the issue of how to best address underserved
populations’ access to and preparation for advanced curricula and rigorous academic
opportunities (James et al., 2017).
The existing body of literature indicates Caucasian students have been
outperforming their African American and Latino peers consistently for decades with
more than academic skill viewed as an indicator of their higher levels of performance
(Chowdhury, 2006; Contreras, 2015; Lee, 2012). However, researchers in the field
continue experiencing difficulties in determining the exact reasons for this disparity
between student groups and the discrepancies among success indicators (Ford et al.,
2008; Olszewski-Kubilius et al., 2004).
In accordance with Lee (2012), students’ academic success and achievement
depend heavily on a broad range of genetic and social variables such as ethnicity, the
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capability to learn, and social attributes, explained through student-teacher relationships
and culture factors. By contrast, H. Park et al. (2015) argued social characteristics have
little if any significance on Latino students’ academic achievement. Regardless of the
importance of these variables, Latinos are among the least educated ethnic groups in the
state (Darling-Hammond, 2010; Gándara & Contreras, 2010; Santiago et al., 2015).
According to Santiago et al. (2015), in 2012, approximately 11% of Mexican Americans
over the age of 25 earned a bachelor’s degree or higher. In comparison, the Public Policy
Institute of California’s (PPIC, 2016) Higher Education in California report announced
approximately 47% of Latinos attending California’s state universities completed their
degree programs compared to 62% of Caucasians.
With data in hand, Chowdhury (2006) studied internal factors, like personality
traits, as possible indicators of academic success and found a direct correlation between
those factors and the learning styles and strategies students employed as productive
toward positive learning outcomes. As an example, students with high levels of
confidence who displayed calm, even-tempered, and relaxed behaviors scored lower than
those who were less confident but more aggressive (Chowdhury, 2006). One has only to
look at the Latino students’ cultural habits to determine how a student group might fare in
the classroom.
California Latino Educational Data
In addition to analyzing behaviors, scrutinizing accumulated academic data from
a CDE (2017f) report gives an additional realistic assessment of how Latino students are
doing in comparison to Caucasian students. The norm-referenced California Assessment
of Student Performance and Progress (CAASPP) assessment is administered in both
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English and math during students’ 11th year of school. The results of the 2017
assessments showed disproportionate results in several areas, keeping in mind students
new to the United States are exempt from this measure (CDE, 2017f). Thus, these
students were not considered in the data displayed in Tables 4 and 5.
Table 4. in Language Arts: 11th Grade Latino vs. Caucasian
Spring 2017 CAASPP Results in Language Arts: 11th Grade Latino vs. Caucasian

Race/ethnicity
Asian
African American
Hispanic/Latino
Caucasian

# tested
44,093
29,388
232,905
109,756

%
exceeded
standards
55.21
13.49
17.47
39.08

% met
standards

% nearly
met
standards

% did
not meet
standards

% change
met or
exceeded
standards

27.05
27.71
32.70
33.15

10.29
25.99
25.88
16.20

7.46
21.91
23.95
11.56

+3
+1
+1
+1

Note. The number of valid scores includes a count of students who enrolled and responded to
questions on both the Performance Task and the Computer Adaptive portions of the test to
generate a score. Adapted from “2017 State Smarter Balanced Results—CAASPP Reporting,” by
California Department of Education (CDE), 2017f (https://caaspp.cde.ca.gov/sb2017/ViewReport
?ps=true&lstTestYear=2017&lstTestType=B&lstGroup=5&lstCounty=00&lstDistrict=00000&lst
School=0000000 Search).

Table 5Results in Math: 11th Grade Latino vs. Caucasian
Spring 2017 CAASPP Results in Math: 11th Grade Latino vs. Caucasian

Race/ethnicity
Asian
African American
Hispanic/Latino
Caucasian

# tested

%
exceeded
standards

44,204
24,676
232,045
109,163

43.60
3.29
4.84
18.72

% met
standards

% nearly
met
standards

% did
not meet
standards

% change
met or
exceeded
standards

26.68
11.34
14.74
25.78

15.89
20.63
24.69
24.95

13.84
64.73
55.73
30.54

+0
+0
-1
+5

Note. The number of valid scores includes count of students enrolled and responsive to enough
questions on both Performance Task and Computer Adaptive portions of test to generate a score.
Adapted from “2017 State Smarter Balanced Results—CAASPP Reporting,” by CDE, 2017f
(https://caaspp.cde.ca.gov/sb2017/ViewReport?ps=true&lstTestYear=2017&lstTestType=B&lstG
roup=5&lstCounty=00&lstDistrict=00000&lstSchool=0000000 Search).
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Several factors contribute to the education crisis for Latino students, making it
difficult to determine which are most impactful (Lewis, 2007). Nevertheless, researchers
agree the achievement gap has contributed to California’s public high school crisis for
Latino students, who are graduating at a lower rate of preparedness for postsecondary
rigor than their peers. This phenomenon can be studied, determining and understanding
which internal and external factors Latino students attribute to their academic success and
how they understand it in AP courses.
Sharing findings with policymakers, practitioners, and researchers as well as
developing a philosophical commitment to equality with a practical component for
implementation is required to ensure the development of a real attempt to close the
success gap (Banks, 2007; Kozol, 2005; Muhammad, 2015; Noguera & Wing, 2006).
Data indicate a growing Latino academic success gap, especially in California. Existing
literature reflects numerous success factors associated with Latino students’ academic
achievement; therefore, it is essential to review all factors to incorporate strategies for
improvement (Banks, 2007; Egalite et al., 2015; Gándara & Contreras, 2010).
California’s Latino Education Crisis Unresolved
There is a call to action for educators and policymakers to understand and respond
to the nation’s public high school crisis facing those Latino students who are
underprepared for postsecondary education (College Board, 2012). According to 2014
data published in the U.S. Census Bureau (2015) report, the Latino student population in
the United States has grown by 5 million since 2004, representing 25% of all secondaryschool-aged students. However, earned college degrees are disproportionate in
comparison. In California, with 14.99 million Latino students enrolled in secondary
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schools representing 51% of secondary students (College Board, 2015, 2016b), only 17%
of those students earned college and university bachelor’s degrees compared to 60% of
Asians and 45% of Caucasians (Krogstad, 2016). As a result of this deficit, the Latino
population’s academic success gap in advanced curriculum is growing (Krogstad, 2016).
Continued discussions about cultural equity, ethnic proportionality, and academic
success challenge the status quo. They disrupt existing practices and test the ideology
around school failure (Solórzano & Ornelas, 2002). However, according to Noguera and
Wing (2006), attempting to remedy these issues solely within the school structure may be
shortsighted if it begins and ends there. Contrary to Solórzano and Ornelas (2002),
Noguera and Wing (2006) contended that merely disrupting the status quo in schools will
not promote an academic success culture for all students. According to the results of
their Diversity Project, an attempt to close the achievement gap at Berkeley High School
in Berkeley, California, the researchers concluded that change required to bring about
proportionate academic success among marginalized students cannot occur until social
inequalities are remedied (Noguera & Wing, 2006). Both Delgado and Stefancic (2017)
and Ladson-Billings and Tate (2006) agreed, contending although societal solutions will
eventually filter to schools, attending to struggling schools experiencing disproportionate
access and academic success among Latino students cannot wait for public policy
decisions. The issues must continue to be addressed by policymakers, practitioners, and
researchers at the school levels immediately (Banks, 2007; Darling-Hammond, 2010;
Kozol, 2005).
Noguera and Wing’s (2006) research findings at Berkeley High School were not
unique among California high schools. Throughout the state, academic support programs
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guide minority students who take advantage of them in their pursuit of setting and
reaching academic goals including successful completion of AP courses and their
corresponding exams to reduce the opportunity gap (Agrawal & Watanabe, 2016).
Cohort-Style Learning
Encouraging a sense of community among high school students is of great
importance to learning outcomes, particularly for socioeconomically disadvantaged,
minority students who attend large high schools (Folan & Trexler, 2008). Especially
among Latino students experiencing larger learning environments where more intimate
student-teacher relationships are difficult to maintain, cohort-style learning environments
provide the sense of community that contributes to positive learning outcomes (Bryk &
Driscoll, 1988; Hill, Foster, & Gendler, 1990; Stern, Dayton, & Raby, 2010).
The cohort-style structure is distinct. For example, in California, the state-funded
academies feature theme-based curriculum in classes attended by a group of students
sharing several classes each year for 3-4 years with some of the same teachers (Stern et
al., 2010). Teachers are scheduled to have mostly or all academy students in their
classes; meet with each other regularly, often during common preparatory periods; and
share in decision-making related to academy policies, curriculum, and instruction.
Most often, one of the teachers serves as the academy’s lead teacher, assuming
administrative and planning responsibilities, usually as a liaison to the school principal,
other site administrators, advisory boards, and employer and university partners. The
growth of high school academy structures resulted after data generated in the early 1980s
from both Pennsylvania and California, whose departments of education noted that
academy students previously at risk of not graduating had better attendance, earned more
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credits, obtained higher grades, and were more likely to graduate than the comparison
groups (Reller, 1987). From the success patterns reported, California took the academy
structure one step further, designing state-funded academies with industry partners that
provided students, 50% of whom were at-risk, minority students, with relevant, collegepreparatory, career-themed curriculum.
California Partnership Academies (CPAs). Recognizing the positive impact of
small cohort-style learning environments that academies provided to at-risk students and
the benefits specifically of their connectivity to their school, teachers, and peers resulted
in academic achievement and led to an explosion of academy development over a decade
between 1980 and 1990. The CPA program served California’s unique needs reflected in
a required academic component better suited to meet the requirements for a skilled
workforce for the high-technology industry in the Silicon Valley while reducing the
dropout rate (Dayton et al., 1992).
Since the mid-1980s, California’s CPAs were met with enthusiasm and support
from both industry and school districts. As a result, conditions improved for students
who showed potential but were at risk as a result of their parents’ having less formal
education and lower incomes compared to nonacademy students (Stern, Dayton, &
Hester, 2012). As a result, in 1984, funding was established to grow CPAs in California
high schools with the support of the California State Legislature. It declared the
partnership academy program as a highly effective partnership between state schools and
the private business and industry sectors, providing combined academic and career
training to high school pupils who were at risk of dropping out of school (Stern et al.,
2012).
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Participation in academies resulted in motivating those pupils to stay in school
and graduate. To qualify for funding, academically and economically at-risk students,
many of whom are Latino, must fill 50% of the total seats in each academy (CDE,
2017b). CPA students engaged as cohorts with selected teachers in a 3-year, core
academic program consisting of English, math, and either science or social studies, plus a
career technical education course each year and a junior year summer internship with
local companies (Dayton et al., 1992).
CPA effectiveness on student progress. When analyzing CPA effectiveness on
student progress, it is important to note Stern et al.’s (2012) comments. Stern et al.
pointed out that CPAs enroll fewer English language learners and more Latinos classified
as proficient in English, so their academic progress is more predictable in the academy
cohort, where they have support from teachers who know them and with whom they have
continuous, closer relationships than nonacademy students. According to Dayton et al.
(1992), both students and teachers cited the CPA program as an overriding reason for
their enthusiasm for coming to school and working hard. Because state grants and local
community and district matching funds fuel the fiscal arm of the CPAs, schools could
afford meaningful field trips and guest speaker exposure, which for many students was
their first experience with these opportunities (Dayton & Stern, 1988).
Toward the end of the 20th century, researcher Dayton et al. (1992) cited CPAs as
a robust solution to the disproportionate academic success crisis of underachieving Latino
high school students. Dayton et al. found statistically that CPAs “keep at-risk students in
school, provide them with academic and technical skills, and motivate them to succeed”
(p. 545). Another added benefit was the number of students graduating from high school
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ready to enter college or the workforce (Dayton et al., 1992). Through the late 1900s to
early 2000s, the academies proved successful for elevating the educational opportunities
for minority students and reducing dropout and transfer rates combined from 47.7% to
32.9% (Dayton & Stern, 1988). Although early researchers found these results lacking a
magnitude of significance, they did deem the results worthy of program continuation, as
did the state of California.
With added criteria for maintaining membership in a CPA to include AP
coursework requirements and 50% of member students qualifying for “at-risk” status, in
2011, the state of California published its findings on the effectiveness of the CPAs once
again. The 2011 report presented promising improvement in student performance from
graduation rates for seniors to the completion of the courses required for admission to the
University of California and California State University (Stern et al., 2010).
Latino students’ participation. According to Stern et al. (2012), in comparison to
other groups, Latino students benefit most from CPAs, as they have the highest
representation in both membership and staying power in academies through graduation
(see Figure 6). The findings further confirmed the pattern found in similar earlier reports
from the 1980s and early 2000s but with many more academies and students to consider
(Stern et al., 2010). The findings among these reports concurred that when high schools
support students of color and low-income, first-generation students with deliberate focus,
Latino CPA members, in particular, are better prepared for success in high school,
college, and careers (Bill & Melinda Gates Foundation, 2006). Today, even with other
competing programs for college and career preparation, CPAs continue to receive some
state funding and matching district and local community support (Visher & Stern, 2015).
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However, increasingly stringent fiscal accounting requirements to maintain CPA grants
and the challenging fiscal conditions in many school districts make meeting funding
matches difficult. As a result, more than 200 of the 500 fully implemented CPAs
documented in the 2011 CDE report have lost their funding even though they have
proven in longitudinal studies to be a worthwhile means of supporting Latino students’
educational needs (Visher & Stern, 2015).
Conclusive data. In 2015, data revealed that of the 58.9% of Latino students
enrolled in CPAs as sophomores, near 100% remained in the academies throughout their
11th-grade year (Visher & Stern, 2015), as outlined in Figure 6. These data bode well for
the increase in Latino students’ matriculation. Educators and policymakers alike are
thinking boldly about how to expand the CPA success experience, broaden the career
technical education offerings, and connect them with advanced college-preparatory
courses providing a pathway to postsecondary education (Visher & Stern, 2015).

Figure 6. 2014 10th-grade enrolled and 11th-grade continuing academy students by ethnicity or
race. Adapted from New Pathways to Careers and College Examples, Evidence, and Prospects,
by M. G. Visher and D. Stern, 2015, Oakland, CA: Manpower Demonstration Research
Corporation, retrieved from ERIC database (ED558505).

Combining rigorous academics characteristic of AP courses with high-quality
college-preparatory (A-G), career technical education courses in the CPA multiyear
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cohort models gives far more Latino students an advantage in high school, college, and
careers. In a state leading in the advancement of combining CPAs with other
opportunities supporting advanced coursework, California’s community colleges are
joining school districts to provide career technical courses at the college sites and on high
school campuses (Visher & Stern, 2015). This strategic shift toward dual enrollment
supports Latino academy students in gaining college experiences and transferable credits
while simultaneously earning a high school diploma and improving the transition
between high school and college (Stern et al., 2012).
Using the Literature to Explore Next Steps
Both internal and external culture factors may influence Latino students’
academic success in college-preparatory courses (N. Martinez, 2014; Tienda & Mitchell,
2006). During the examination of literature to explore researchers’ findings on factors
influencing Latino students’ academic progress in AP courses, it became apparent that
successful Latino AP students were disproportionately represented in comparison to their
peers (Alexander et al., 2017; Holcomb-McCoy, 2012; Zhang et al., 2011).
Researchers concentrated on several factors, including students’ attitudes and
behaviors, school culture, socioeconomics, politics and policy, and family culture
(Burnett & Farkas, 2009; Dweck, 2012; Gardiner & Fraser, 2011; Schneider et al., 2006).
Equally important in previous studies was teachers’ roles as academic growth and support
partners, mentors, and developers of welcoming classroom environments that encouraged
intellectual and cognitive growth for often-marginalized students (Bandura, 1977, 2012;
Banks, 2007; J. Cohen et al., 2011; Dweck, 2009, 2016a). Conchas (2006) pointed out
that although many Latino students show a pattern of underachievement and missed
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academic opportunities, engaging them in a discussion about their successes will guide a
study to connect with the existing body of literature, currently focused on reasons for
Latino students’ failure.
What Researchers Learned
Researchers believe a focused examination of how culture factors influence
Latino students’ academic success will lead to productive discussions on improving the
education system to support its Latino population (DeCuir & Dixon, 2004; Delgado &
Stefancic, 2017; Holcomb-McCoy, 2012; Muhammad, 2015). In his study, Muhammad
(2015) indicated that until recently, researchers believed opening access to AP education
was the most critical formative step in increasing academic success and college
admission rates among Latino students. Now, they question if opening access is
secondary to providing a school and classroom culture responsive to Latino students’
cultural needs. Additionally, guided by studies on growth mindset, researchers have also
contended that promoting a mindset framed for academic success is of primary
importance (Darling-Hammond, 2010; Delgado & Stefancic, 2017; Dweck, 2009; Kozol,
2005). Delgado and Stefancic (2017) took their theory of success one step further. They
posited the lack of exposure to success climates and supported navigation tools to
advanced curriculum impedes Latino students’ attaining a college education as well
(Delgado & Stefancic, 2017; Muhammad, 2015; Solórzano & Ornelas, 2002).
Current Literature
The current literature on Latino students’ participation and potential success in
AP courses provides views from researchers, such as Ramirez and Carpenter (2005), who
opined among factors to consider that impacted academic success were language access,
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school climate, and socioeconomic status. A. Williams (2011) reminded educators that
success is more apparent among Latino students when teachers understand and address
the students’ needs that render them success minded, develop their cognitive skills, and
prepare them for the rigor of AP courses while considering their cultural backgrounds
and socioeconomic status. This critical case study attempted to answer the research
questions, which were intended to guide policymakers, practitioners, and researchers in
developing an understanding of factors influencing Latino high school students’
academic success in AP courses.
Considering Latino Voice
However, even with the vast number of studies suggesting various remedies for
the Latino education crisis in the United States, Noguera and Wing (2006) brought to
bear a finding from their study at Berkeley High School that addressed minority students’
academic success. They came to a similar conclusion to that of their peer researchers.
Noguera and Wing suggested that before schools can proceed with educating minority
students and supporting their academic success, additional studies are needed that include
students’ voices to ensure a clearer understanding of how multiple factors influence
academic success among different demographics from their perspective based on real-life
experiences.
The need for additional information from Latino students is a research direction
on which Drs. Lipp (2011) and N. Martinez (2014) agreed. Although they approached
their studies from two different perspectives, they both committed to examining and
understanding the needs of Latino students, whose enrollment numbers are in rapid
growth mode in comparison to their peers (see Table 6). Lipp (2011) explored policies

84

that regulate access while N. Martinez (2014) described factors that affect Latino
students’ high school graduation rates. Evidence in the literature suggests educators and
families have some influence on students’ academic success and course choices, but the
missing link is hearing from students themselves (Holcomb-McCoy, 2012; Jiménez &
Horowitz, 2013; Plitcha King, 2010).
Table 6Monterey County Public Schools Enrollment by Ethnicity
2012-2017 Monterey County Public Schools Enrollment by Ethnicity
Enrollment by ethnicity
American Indian or Alaska
Native
Asian
Black or African American
Filipino
Hispanic or Latino
Native Hawaiian or Pacific
Islander
None reported
Two or more races
White or Caucasian
Total

20122013

20132014

20142015

20152016

2016-2017

183

169

164

146

145

1,458
1,271
1,532
56,015
393

1,356
1,162
1,421
57,385
362

1,312
1,090
1,410
58,837
358

1,324
1,002
1,332
60,003
334

1,365
950
1,221
60,762
328

294
1,449
10,865
73,460

389
1,628
10,812
74,684

610
1,609
10,607
75,997

451
1,701
10,475
76,768

741
1,726
10,279
77,517

Note. Data collected by CDE through California Longitudinal Pupil Achievement Data System
(CALPADS). Aggregate data files from “Enrollment by School,” by CDE, 2018
(https://www.cde.ca.gov/ds/sd/sd/filesenr.asp).

Considering the limited research on the interdependency of both internal and
external factors that influence academic success among Latino students in AP courses,
there is an urgency to engage education administrators, teachers, and students themselves
to fill the void. This study builds on existing literature and understanding of together
how culture factors, language access, and socioeconomic status influence Latino
students’ academic success. Additionally, the study examined the far-reaching
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implications of school and classroom cultures, teacher and student mindset toward
learning, and support programs offered in Monterey County high schools. Analyzing the
potential connection among personal, school, and the Latino family culture in America’s
public schools is the priority in formulating discussions focused on advancing Latino
students’ overall academic achievement and success in AP courses.
Beginning in Monterey County at high schools within Districts ABC and XYZ
(pseudonyms assigned for the purpose of maintaining anonymity), data were collected
organizationally in three layers and are presented as an amendment to the body of
literature in the attempt to answer the study’s research questions. These layers reflect
aspects of Perna and Thomas’s (2008) SSF in three layers that address the research
subquestions that queried topics of personal culture, school culture, and family culture.
As a result, researchers and educators can participate in more informed public forums to
address the Latino education crisis in Monterey County and America. The researcher
attempted to inform the use of current practices and programs Latino AP students
identified as effective to ensure academic success in AP courses. The College Board
(2017) reported that even though the public school system is engaging more minority
students in the AP experience than ever before, a significantly disproportionate number
are succeeding, as evidenced by their AP exam scores.
Summary
This chapter began with a review of scholarly literature exposing the crisis in
Latino education in the United States. The chapter then examined the multiple contexts
researchers claim are success factors for marginalized students, including personal,
school, and Latino family cultures. The chapter next described researchers’ theories in
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multiple disciplines, including psychological studies in efficacy and mindset and
sociological and economic perspectives in school and family cultures and
socioeconomics as potential influences on students’ success. A comprehensive
discussion of several factors related to Latino students’ academic success was presented
along with seminal studies and key data to aid policymakers, practitioners, and
researchers in gaining insight from existing studies that provide the basis for further study
from Latino students’ perspectives. In consideration of the literature, two points were
irrefutable. First, current literature demonstrated a void of Latino students’ perspective
and experiential knowledge of factors that influenced their academic success in AP
courses. Second, Perna and Thomas’s (2006) SSF provided the researcher with
justification for the study’s focus on discovering if Latino students’ success through the
context of their personal, school, and family cultures overlapped in dependency.
The review of the literature revealed that Latino students’ participation and
potential success in college-preparatory courses have been continuously disproportionate
with their Caucasian peers for decades; therefore, this is an area of great concern among
policymakers, practitioners, and researchers. From 20th-century seminal studies to
contemporary research including the topic for current-day dissertations, researchers have
sought solutions for the Latino education crisis by examining remedies grounded in
psychology, sociology, economics, and politics. Often controversial debates have
concluded that Latino students’ attitudes and beliefs along with their school and family
cultures are indicators of academic success. Although there is agreement that individual
studies addressing these disciplines have been useful in developing support programs for
marginalized students, the remarkable increase in Latino students’ participation in AP
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courses over the past decade has not yielded a commensurate increase in their success
passing AP courses and their corresponding AP exams. Researchers agree that
underpreparing Latino students for the rigors of a college education will have an adverse
effect on American society and Latino family life. The review of literature examined
several culture contexts and factors of each context, such as self-perception, mindset,
teacher role, cohort-style learning environments, language access, support systems,
Latino family dynamics, communication, and time orientation. Additionally, the review
revealed researchers’ agreement that these factors, in and of themselves, although
indicators of academic success, have not impacted the achievement gap substantially.
This study is significant as an exploration of culture factors that Latino students
perceive influenced academic success in AP courses from unique vantage points. The
first is the researcher’s response to the call for further study that includes the Latino
students’ perspective, voices, and experiences. The second is exploration through a
conceptual framework model that considers the reliance culture factors have on one
another resulting in Latino students’ academic success. Combined, these frames of
reference addressed success indicators in a practical manner that is missing from the
research presently available. Moreover, there is no current research addressing Monterey
County’s public-school-enrolled AP Latino students who describe their experiential
knowledge on the topic of academic success.

88

CHAPTER III: METHODOLOGY
Overview
Throughout the United States, Latino students’ rate of enrollment in
postsecondary educational institutions increased from 25% to 37% between 2005 and
2015 (Musu-Gillette et al., 2017). Nevertheless, as a result of annual increases in Latino
populations attending U.S. public schools in the same decade, disproportionate college
enrollment rates continued to broaden (Musu-Gillette et al., 2017). To best address
disproportionate matriculation, it is imperative that educators determine how best to
address Latino students’ education needs and understand what culture factors influence
their academic success in advanced college-preparatory coursework (Downes, 2011).
Without deliberate attention to their needs, Latino students continue to encounter
challenges impacting a successful academic experience in Advanced Placement (AP)
courses and exams and, thus, college preparedness.
Although studies were conducted that identified strategies, policies, and practices
to address successful academic outcomes, additional studies are needed to determine how
culture factors influence Latino students’ academic success. Educators must understand
their students and what factors influence their academic success, especially in AP courses
leading to college preparedness and entry (DuFour et al., 2006; Hattie, 2012; Marzano,
2003). Because the results of this study are intended to inform policymakers,
practitioners, and researchers of factors that influenced Latino students’ academic success
in AP courses, it was essential that the researcher understood and analyzed data from
their experiences as successful AP students.
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Chapter I presented the introduction to the study and background to the research.
The chapter provided the research questions, purpose statement, and significance of the
research problem, as well as definitions, delimitations, and the organization of the study.
Chapter II reviewed the literature focused on Latino education, internal and external
factors influencing academic success, and support programs to aid in the process. The
chapter highlighted the breadth of literature regarding the Latino crisis in education and
researchers’ understanding of the scope of the problem and factors impacting academic
success.
This chapter of the study describes the research method and procedures used to
examine the experiences of Latino high school students in California’s Monterey County,
what factors contributed to their improved performance in AP courses, and how factors
influenced their academic success. Employing a qualitative, critical case study design,
the researcher collected the study’s data using several tools, including focus group
interviews, individual follow-up interviews, and artifacts. The chapter also restates the
study’s purpose and research questions that provided the data organization for the study
employing Perna and Thomas’s (2008) student success framework (SSF) model. The
model provided an organizational structure used to make sense of factors influencing
Latino students’ academic success and to layer them as a reminder of their potential
connectivity. The chapter concludes with a description of the study’s selected research
design, instrumentation, and procedures used to collect and analyze the data and a
description of the study’s setting and limitations.
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Purpose Statement and Research Questions
The purpose of this qualitative, critical case study was to identify and describe
culture factors Latino students perceive influenced academic success in Advanced
Placement (AP) courses. A secondary purpose of this study was to learn how culture
factors influenced Latino students’ academic success. The following research questions
were employed to achieve the goals of this study:
Central Research Question
1. What are the culture factors Latino students perceive as influential to their academic
success in AP courses?
Research Subquestions
1. What internal culture factors do Latino students perceive influenced their academic
success?
2. What external culture factors do Latino students perceive influenced their academic
success?
3. How do both internal and external culture factors influence Latino students’ academic
success in AP courses?
Research Design
This study used a qualitative, critical case study to identify and describe internal
and external culture factors Latino students perceive influenced their academic success in
AP courses. Creswell (2013) recommended using qualitative research when “we want to
empower individuals to share their stories, hear their voices” (p. 48). In Research in
Education: Evidence-Based Inquiry, McMillan and Schumacher (2010) further explained
that qualitative methods support collecting data on a naturally occurring behavior in
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which there is no manipulation or control of the behavior. Qualitative research focuses
on how people express and give meaning to their experiences (Creswell, 2014). This
study engaged participants whose successful experience in AP courses led the researcher
to a deeper understanding of how both internal and external factors influenced their
experiences as students. In this study, participants in focus groups described how their
experiences resulted in achieving a C or better semester grade in an AP course and a
passing score on the corresponding AP exam. The researcher framed a design that
brought context to study the data derived from focus group interviews, individual followup interviews, and artifact examination.
Qualitative Research
The researcher viewed this study from the perspective of the experiential
knowledge of its participants. Making meaning of their experiences and connecting them
to academic success through the lens of internal and external culture factors required a
design that offered the best approach to hearing the participants’ voices using interviews
and stories told in their natural school environment (Creswell, 2014). The study was
conducted in a way that paralleled how Patton (2015) described qualitative research.
Patton asserted that engaging participants in their natural environment determines how
human beings make sense of their experiences and transform those experiences into
consciousness. In qualitative research, the researcher retells a story to enable the reader
to get a sense of the time and place where the experience began (Patton, 2015) and who
the players are in the story. Further, using a qualitative study allowed the researcher to
explore the meaning and similarity of the experiences studied through the lens of
participants’ experiences achieving academic success in AP courses (McMillan &
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Schumacher, 2010). As well, as an instrument of the study, the researcher operated
among the participants, paying close attention to emerging themes that surfaced during
interviews (Creswell, 2014; Merriam & Tisdell, 2016).
Design Comparison
Determining the type of design that best suited the study required a careful
examination of the study’s purpose and the characteristics of methods that lent
themselves to discovery (Yin, 2017). As a marginalized group characterized by
disproportionate successful completion of advanced courses, Latino students’ experiences
could be examined through the role that culture factors play in their overall academic
success (McMillan & Schumacher, 2010). Another appropriate design for the study
focused on stories of students’ lived experiences in AP courses to deepen the data
collected from interviews alongside “primary and secondary documentary evidence
found in case studies” (L. Cohen, Manion, & Morrison, 2018, p. 455). Since case
interview questioning can result in participants’ sharing their lived experience stories,
ethnographical or phenomenological, the researcher explored each design to determine
the most appropriate for this case.
Ethnographic Design
The researcher examined the characteristics of an ethnographical study as the
qualitative approach to inquiry as a means of exploring culture factors and their influence
on Latino students’ academic success in common. The ethnographical approach focuses
on how human beings make sense of their experiences as a people with common social
and intellectual behaviors (Patton, 2015), so the goal of this study through an
ethnographical lens would be to understand the participants’ everyday cultural
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experiences. Using that lens, the researcher could investigate what culture factors
influence Latino students’ success (Creswell, 2013).
Phenomenological Design
Latino students’ academic success could also be explored as a phenomenon.
Whereas the ethnographical method is different in its approach than content analysis as it
may require the researcher to sacrifice personal experiences to focus on cultural and
social realities (van Manen, 1990), the phenomenological design can be approached as a
philosophical narrative where no personal experiences are forfeited or required
(Moustakas, 1994). This is not to say that ethnographical studies do not have a
prescribed method; they do. However, the method is not based on fixed information but
instead “fluid information that must be explored and discovered through the study’s
authentic participants and then categorized by their perceptions without the researcher’s
familiarity” (van Manen, 1990, p. 178). The phenomenological approach requires the
researcher to bring all sides of an experience into perspective holistically and separately
from the nature of the actual act of participants’ experiencing the phenomenon (Behnke,
1996).
Single Case Study
According to Yin (2003), the single case study is bound by time, place, and
participants. Because this study explored the stories of a holistic group—Latino high
school students—the fluid context among them and the internal and external factors that
influenced their academic success in AP courses, the single case study rendered itself an
excellent match. Yin explained the appropriate use of the case study as a research design
to explore real-life, contemporary issues in education requiring deep exploration of a
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particular phenomenon within a fluid context using a variety of data sources (e.g., focus
group interviews, individual follow-up interviews, and artifacts). Creswell (2014) added
that the case study allows the researcher to understand the complexities of the
phenomenon in unique ways. Creswell (2013) argued the importance of a case study in
using various forms of data to provide the researcher with an in-depth understanding of a
particular organization or group. For the purpose of this study, successful Latino students
in AP courses qualified as a case due to the investigation of specific Latino students
identified as academically successful. In keeping with Yin’s (2003) definition, this study
was further bounded because research was defined within the confines of two high
schools in Monterey County, California, during the winter of the 2017-2018 school year.
Equally important when considering a single case study for this research was its
compatibility with the critical approach (Yin, 2003).
Critical Case Study
The researcher selected a case study design using the critical classification. The
critical case approach gave the researcher leave to test personal, school, and Latino
family cultures as significant and potentially dominant factors when considering if these
propositions are correct (Yin, 2017). In particular, the critical case design has been used
to explain how people’s experiences shape their perspectives and attitudes, providing a
deeper understanding of their self-perception and mindset and, ultimately, their academic
success (Yin, 2017). According to Klein and Myers (as cited in Runeson & Host, 2009),
“A critical case study aims at social critique and at being emancipatory, i.e., identifying
different forms of social and cultural domination that may hinder human ability” (p. 135).
A critical approach to this narrative inquiry produced a story of achievement and, as a
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byproduct, also revealed the hindrances that Latino students overcame on the road to
academic success. When stories are examined using this approach, the examination may
determine how certain culture factors could have dictated which story was told and how
that story was told given its bounded time and place (Creswell, 2013).
Pitre, Kushner, Raine, and Hegadoren (2013) opined employing a critical
perspective to inquiry gives way to “an examination of human action and interaction in a
dialectical relationship with social structural constraints” (p. 121). When using this
approach, there is an inherent assumption that an event beyond the researcher’s and
participants’ control “has and continues to shape the prescribed rules, conventions,
routines, and habits that allow [institutional and social structures] to be reproduced and
perpetuated” (Dear, 2016, p. 58). As such, the impact of socially defined structures and
ideology on patterns of human attitudes and behaviors are considered. This type of study
provided an important link between Latino students’ actions and their success patterns,
especially when the context was not yet evident (Yin, 2003). This critical case study
focused on Latino students and led the researcher to discover how they perceived culture
factors as influential to their academic success, using data from both focus groups and
individual follow-up interviews and artifacts.
Because the critical case study is distinguished for its investigation of a general
human problem and social truths (J. Cohen et al., 2011; Yin, 2017), it was an appropriate
method for this study in which participants’ voices were heard in focus group interviews
and individual follow-up interviews to determine if there was an overlapping connection
between one or more factors influencing academic success. Although the findings from
most types of case studies are not intended to be duplicated in a general population
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(Creswell, 2014), another important characteristic of a critical case study is its deviation
from the generalization norm. One of the goals of this study was its focus on a level of
education common among the sample: AP courses. That one critical point may render
the study’s findings relevant for not only the target population and sample but the
population as well. In keeping faithful to the critical design, the researcher strove to
present the case in a striking way that maintains the premise that the researcher is less
idealist and more activist (L. Cohen et al., 2018), and the case, with a critical overview,
“represents a significant contribution to knowledge and theory building and then
refocus[es] future investigations in the entire field” (Yin, 2017, p. 47).
Conceptual Framework and Method
Miles and Huberman (1994) suggested the use of a conceptual framework to
study multiple concepts, assumptions, expectations, and beliefs that inform research and
aid in the description of the phenomenon under examination. For that reason, the
researcher selected Perna and Thomas’s (2008) SSF model. The model aided the
researcher in describing the full extent to which Latino students understood the relevancy
of multiple culture factors in three layers and their influence on their academic success in
AP courses. The purpose of the model is to contain “wide-ranging and sometimes
inconsistent findings” (Perna & Thomas, 2008, p. 4) in an organized and often
overlapping approach as a guide for policymakers, practitioners, and researchers to
promote Latino student academic success in AP courses. For the purpose of this study,
using this framework model gave the researcher an organizational framework with which
to examine internal and external culture factors interdependently as well individually.
Among them were personal, school, and Latino family cultures referenced among the
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student success indicators in Perna and Thomas’s (2006) framework. Also, to advance
the study, the researcher layered and adapted three contextual emphases in an attempt to
answer the research questions and provide policymakers, practitioners, and researchers
with the success factors and the potential interdependency among factors influencing
Latino student academic success in AP courses.
The internal context centered on the students themselves, examining their
attitudes and behaviors (Perna & Thomas, 2008). The external context was separated
into two layers: school and family cultures. School culture considered success indicators
such as teacher’s role, access, support, and language. These institutional considerations
overlap with family culture, which includes family dynamics, communication, and time
allocation (J. M. Williams, 2011). The researcher engaged participants in rich interview
discussion but limited the number of participants involved to align participants to the
desired criteria and maintain manageable focus groups (Creswell, 2014; McMillan &
Schumacher, 2010).
By using the SSF model, this case study focused on the importance of identifying
and describing multiple culture factors influencing Latino students’ academic success.
Although the conceptual framework model provided a layered approach to guide
analysis, it did not provide a guide for “understanding any one specific student success
indicator, outcome, or stage” (Perna & Thomas, 2008, p. 4). Instead, Perna and Thomas
(2008) stated,
It [the conceptual framework] is designed to bring order to the wide array of
theoretical and methodological approaches, when considered together, provide a
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comprehensive understanding of the ways policymakers and practitioners may
more usefully and effectively promote and support student success. (p. 4)
Figure 7 illustrates an adaptation of Perna and Thomas’s conceptual model template,
where factors are layered categorically in three segments. By examining success factors
in multiple layers, the researcher was reminded of their connectivity and interdependency
and was able to develop a more contextualized understanding of Latino student success
factors in AP courses.
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Figure 7. Student success framework (SSF) model for Latino students’ academic success in AP
courses. Adapted from “Theoretical Perspectives on Student Success: Understanding the
Contributions of the Disciplines” [Special issue], by L. W. Perna and S. L. Thomas (Eds.), 2008,
ASHE Higher Education Report, 34(1), p. 30.
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Population
McMillan and Schumacher (2010) defined a population as a group of individuals
who conform to a common and specific criterion. They further explained a population as
the entire set of individuals chosen from the general population for which a study’s data
are used to make inferences (McMillan & Schumacher, 2010). Since the objective of this
study was to identify and describe the internal and external culture factors Latino students
perceive influenced their academic success in AP courses, the researcher sought detailed
data from the California Department of Education (CDE) and the Monterey County
Office of Education (MCOE) to support the population choice. Based on a 2017 CDE
(2017c) data report, the MCOE reported 76.7% (15,739) of its Grade 9-12 students were
of Hispanic/Latino descent. Of those students, 22.5% participated in their high schools’
AP Program, totaling 3,539 students, which was the population for this study.
Target Population
According to Creswell (2013), “The target population or ‘sampling frame’ is the
actual list of sampling units from which the sample is selected” (p. 393). The researcher
chose a target population with common characteristics to the larger population to reduce
the population to a sampling frame representing the group studied (Creswell, 2013).
Because this study focused on academically successful Latino students, students were
considered for participation if they (a) participated in their schools’ AP Program in
Monterey County, California; (b) completed and passed an AP courses(s) with a C or
better; (c) scored a passing grade on the standardized AP exam of 3 or better; and
(d) were in their sophomore, junior, or senior years of high school at the time of the
study.
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Monterey County consists of 11 unified and high school districts serving 15
comprehensive public high schools, each with its own unique demographic
characteristics. Including a minority population of interest for this study, several
qualifying criteria directed the researcher’s focus to Districts ABC and XYZ, their
comprehensive high schools, and their demographic reports (see Figure 8).

Population
3,539
Current Latino high school
students, who took at least
one AP course at a Monterey
County public high school
during the 2016-2017 school
year

Target Population
Sample

105
Latino AP students currently
enrolled in High Schools A or
B, who took at least one AP
course and earned a C or
better and a 3 or better on
its corresponding AP Exam
during the 2016-2017 school
year

20
Latino Advanced Placement
students selected from the
Target Population of High
Schools A and B.

Figure 8. Population, target population, and sample. Data provided by Monterey County Office
of Education (J. Elemen, personal communication, October 19, 2017).

After reviewing each school’s demographic data, the researcher selected High
School A and High School B (pseudonyms assigned for the purpose of maintaining
anonymity), where there existed critical masses of Latino students. Between them, 105
current Latino students had completed an AP course with a C or better and passed the
corresponding AP exam with a score of 3 or better in 2017. Therefore, 105 Latino
students constituted the study’s target population.
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Sample
A sample is “the group of subjects from whom data are collected, often
representative of a particular population” (McMillan & Schumacher, 2010, p. 490). The
population for this study comprised Latino students in Monterey County’s public
comprehensive high schools who had taken at least one AP course. The target population
focused on Latino students at High School A and High School B who met the
population’s basic criteria but also had passed the AP course with a C or better and the
corresponding AP exam with a score of 3 or better. Based on a qualified target
population, 20 students were selected randomly as the sample for this study.
To achieve the 20-student goal, each school’s assigned management staff member
sent notices to all eligible students inviting them to a brief meeting to receive information
on the study. The researcher gathered student and parent contact information, sent
introductory information to the parents, and requested convenient times to meet for
further details. Based on responses, the researcher conducted multiple information
sessions at each high school and both cities’ public libraries at times convenient for
parents and students. During the information sessions, the researcher explained the scope
of the study, outlined the potential risks and benefits for participating, and spent time
answering parents’ questions. Parents willing to allow their children to participate in the
study left signed consent and assent forms with the researcher. Thirty students expressed
interest in the study. From the potential participants, each school’s management staff
randomly selected 10 students by sending out second notices to all students interested in
taking part in the study. Nineteen students self-selected to attend the orientation meeting
to form focus groups and calendar the interview sessions. The 20th participant, who was
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unable to participate in the orientation meeting, contacted the researcher the following
day by e-mail to request participation in the study and was accepted.
Random sampling was appropriate since the researcher desired to avoid bias by
ensuring each potential participant had an equal probability of being chosen (Berg &
Lune, 2017; Creswell, 2014). It was predetermined that the sample would be selected
randomly from the target population to avoid bias as much as possible and obtain a
sample of people who were representative of the larger population (Creswell, 2013).
Even so, McMillan and Schumacher (2010) reminded researchers that although random
sampling is intended to avoid bias, it does not guarantee a bias-free sample. The sample
selected was finalized with 20 Latino AP students from High Schools A and B.
The purpose of determining a sample is to gain information about the population
(McMillan & Schumacher, 2010). To gather an appropriate size, the researcher used
sampling that met the researcher’s criteria by “selecting particular elements from the
population that are representative or informative about the topic of interest” (McMillan &
Schumacher, 2010, p. 138). Both the target population and the selected sample had
similar characteristics. The sample was selected as a result of the researcher’s familiarity
with the population and a sample of participants who could identify what and how culture
factors influenced their academic success in AP courses.
Both Creswell (2014) and McMillan and Schumacher (2010) subscribed to the
same concept of maintaining a moderate sample size to avoid difficult logistics trying to
gather all members at once. The sample was divided into nine small focus groups with
each member participating in a follow-up interview for clarification of or deepening
responses. Seidman (2013) recommended in a critical case study to err on the side of
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more than fewer members of each group; however, the researcher took caution not to
select too many participants to avoid repetitive interview responses from which the
researcher would no longer learn anything new. If necessary, the researcher could have
added participants, but only in the event of one leaving of the study (Rubin & Rubin,
2012).
Instrumentation
Instrumentation in this study reflected compelling qualitative inquiry that
involved successfully gathering and analyzing data from focus group interviews,
individual follow-up interviews, and artifacts collected by the researcher. Semistructured
interview questions were utilized for this study. Semistructured interviews consisted of a
predetermined interview script used for each focus group, where participants were asked
the same questions in the same order (Creswell, 2013; Patton, 2015). In doing this, the
researcher was able to collect data from the same questions, resulting in a more consistent
analysis (McMillan & Schumacher, 2010).
Interview Questions
Participants for this study were assigned to focus groups for part of the interview
protocol and were interviewed individually with follow-up questions for clarification.
Several participants were asked to share their success stories and participated voluntarily.
The instrumentation in this study was designed with an informal, interactive protocol
using semistructured interview questions (Creswell, 2014; Patton, 2002). According to
Patton (2002), semistructured interview questions both define the area to be explored and
allow the researcher to discover new probing questions while seeking clarification as a
part of the inquiry journey. As part of the interview protocol, participants were asked
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identical questions in the same order, but the questions were constructed to encourage
broad responses (Gall, Borg, & Gall, 2006). As a result, the participants had the
opportunity to contribute detailed information while the researcher continued to ask
probing, follow-up questions. Semistructured interview questions allowed the
participants to express their views and experiences freely while the researcher adhered to
a script and ordered questions (Patton, 2002; Turner, 2010). Using semistructured
interview questions also addresses the difficulty open-ended interview questions pose
with coding the data (Creswell, 2013).
Even so, semistructured interview questions encourage participants to express
themselves in a detailed manner, which can make the process of determining common
themes and codes challenging (Creswell, 2013). Creswell (2014) warned that although
the data may be rich and thick, they can be cumbersome for the researcher when
attempting to determine a clear perspective when coding. Yin (2017) explained further
that to mitigate the challenges, in the case study, interviews can remain open-ended and
“assume a conversational manner, [if] you . . . follow a certain set of questions derived
from the case study protocol” (p. 107). Gall et al. (2006) added that although
challenging, coding from open-ended responses captured through focus groups in which
all participants responded to the same questions reduces researcher biases.
Each focus group was asked 10 questions within a scheduled timeframe not to
exceed 75 minutes. The questions were related to internal and external factors
participants perceived influenced their academic success. Participants were encouraged
to share their success stories in AP courses. Probing and follow-up questions continued
during the initial session or in second sessions to encourage clarity or expand reactions to
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participants’ experiences voluntarily as warranted. By returning to the same
interviewees, the researcher was able to demonstrate respect and thoughtfulness, thus
ameliorating possible doubt or discomfort (Seidman, 2013).
Participants were encouraged to share their high school academic success stories
specifically while enrolled in AP courses. The researcher maintained a focus on
addressing the research questions and asked participants questions in the same order as
presented in the literature reviewed in Chapter II (Seidman, 2013). The researcher used
an electronic recording device to codify each interview and story, transcribing each of
them directly following the session.
Researcher as Instrument
In a case study, the researcher represents and interprets the data, makes meaning
of the participants’ experiences, and convinces the reader that what the researcher has
heard and seen has more depth than the text (Fetterman, 2010). In a case study, the
researcher designs and conducts interviews and hears participants in their natural
environment and, therefore, has the potential to impact data collection and interpretation
(Fink, 2000; Pezalla, Pettigrew, & Miller-Day, 2012; Xu & Storr, 2012). Patton (2015)
described the researcher as the instrument of the inquiry. McMillan and Schumacher
(2010) furthered Patton’s description, noting that qualitative researchers seek direct
interactions with “the settings, participants, and documents they are studying” (p. 332).
Pezalla et al. (2012) emphasized the importance of the researcher maintaining
strict protocols during the examination and analysis of the collected data to minimize
bias. Because asking semistructured interview questions is the predominant complex
component of this method, the researcher must maintain a novice position even when
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familiar with the environment (Xu & Storr, 2012). Since both the researcher and the
interview questions are primary tools of the case study and are both subject to scrutiny,
the researcher must understand the interview process as a social and collaborative
partnership with participants (Pezalla et al., 2012; Xu & Storr, 2012).
Establishing a collaborative partnership leads the way to what Patton (2015)
referenced as mindfulness, which he considered of great importance during the interview
process. As a result of the researcher’s proximity to data, potentially subjective
judgments about the data as well as researcher bias are problematic in qualitative research
(Patton, 2015). McMillan and Schumacher (2010) concurred with Patton that
mindfulness is essential to maintaining a valid and reliable study and “creates the opening
to empathy and is intrinsically nonjudgmental” (p. 60). Therefore, through the use of
mindfulness during and after the interview process, the researcher can maintain empathic
neutrality when conducting research.
Expert Advisor
To improve the validity of this critical case study further, the researcher contacted
an expert to review the interview instrument and protocol (see Appendix A). To certify
as an expert, the expert met three of the five following criteria:
1. 5 years as a public school district or high school site leader,
2. experience working with secondary school Latino population,
3. experience conducting qualitative research,
4. familiarity with interview question development, and
5. familiarity with data coding.
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The expert and a nonparticipant Latino student reviewed the interview questions
to ensure they were appropriate for the interview and age group. The expert was called
upon again during the coding process. When codes were questionable, the expert helped
decipher where they would go. For example, a particular experience might have been
coded in Theme A, Theme B, or both Themes A and B. In such cases, the expert, who
was well-versed on this topic, helped the researcher determine the appropriate theme(s)
placement or whether the codes should be contained in more than one theme.
Cultural Informant
Spradley and McCurdy (1972) described a cultural informant (CI) as a partner
from the culture included in a study, who can elucidate meaning from relevant
ethnographic questions. The researchers explained, “They [CIs] are often trusted friends
and confidantes who know the culture well, are willing to talk to outsiders, and are able
to communicate in a non-analytic manner” (Spradley & McCurdy, 1972, pp. 47-48).
When researchers and participants are of different cultural backgrounds, there may be a
need to gain additional meaning and clarification of interview responses from the
participants’ ethnic perspective (Seidman, 2013). In this study, the researcher is a
Caucasian female studying culture factors Latino students perceived as influential to
academic success in AP courses. Although the researcher interacted among Latino
families for many years as a career educator and administrator, she could gain a deeper
understanding of culture factors, nuances of body language and expressions, and
students’ perceptions of factors that influenced academic success. As well, the researcher
is not a Spanish speaker. For most participants, English was their second language, in
which case their thinking process may have been in their primary language and,

108

therefore, either delayed or different than intended (Vygotsky, 2012), reminding the
researcher that language and culture were relevant to participants’ responses (Seidman,
2013). The guidance from a CI during the data transcription process in the form of
informal discussions was wise to gain as much understanding of Latino students’ AP
course experience as possible. Additionally, a CI helped decipher culturally relevant data
during the coding process. When the researcher felt the need to gain a deeper cultural
understanding, the cultural information was contacted. The CI met the following criteria:
1. bilingual in Spanish and English,
2. previous AP student who completed at least one course with a C or better, and
3. graduated from a public high school.
Credibility
Credibility determines the extent to which the researcher reports information that
represents participants’ perspectives and their unique lived experiences accurately
(Briggs, Coleman, & Morrison, 2016). To ensure accuracy and, thus, credibility, the
researcher recorded focus group discussions and interview data both electronically and in
field-note journals. The researcher also reviewed each series of notes daily to ensure
their accuracy. When data were unclear, participants were asked follow-up questions to
clarify and direct the researcher toward precision. To assess the trustworthiness of the
study, the researcher examined the validity and reliability of the study’s findings.
Additionally, the researcher employed the assistance of a CI when necessary to review
cultural interpretations and nuances for deeper understanding and clarity of responses.
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Validity and Reliability
Validity
Validity refers to an instrument measuring what it is intended to measure (Patton,
2002). Interview questions were selected as the instrument and were reviewed by a
research expert in the field of case studies, specifically to give feedback on question
quality, questions that could be answered within the scheduled timeframe, and questions
that would encourage authentic responses from the participants. The researcher
participated in test interviews practicing and developing interview skills so that the
protocol would be more meaningful and less scripted, thus increasing the validity and
relevance of interviews. McMillan and Schumacher (2010) further explained validity as
the “congruence between the explanation of the phenomena and the realities of the
world” (p. 330). Validity can be improved as a result of congruence, especially when it
determines whether the research measures what it was intended to measure (Golafshani,
2003). Exercises that ensure validity were essential to this study, as the researcher was a
novice in case study research and benefited greatly from conducting a guided trial.
Content validity. An expert panel familiar with the study’s topic and
semistructured interview questions used in an educational environment scrutinized the
interview questions. The experts gave the researcher feedback on the number of
questions to be answered within the time allocated. They also addressed the relevancy of
the variety of questions related to the research problem and questions to judge the depth
of the possible probing, follow-up questions to gain the most authentic responses possible
from the participants. The researcher also participated in a pilot interview where sample
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participants acted as interviewees, and the researcher practiced the art of interviewing to
ensure conversations were thick as opposed to scripted.
Researcher validity. Characteristics of the researcher must also be examined for
possible bias revealed when evaluating internal validity in a qualitative study. As a
result, it should be presented that the researcher is a female, married with three adult
college-graduated children and two grandchildren, not yet school age. The researcher
spent the last 25 years in the field of education, starting as an English teacher, followed
by 12 years as a high school administrator; at the time of the study, she was a retired high
school principal. The researcher’s focus in education has been consistent in the areas of
social justice. This initiative generated the researcher’s interest in the topic and was the
primary driving force behind this study. The researcher intended to use the findings from
this study to disseminate information to policymakers, practitioners, and researchers
about the culture factors Latino high school students perceived as influential to their
academic success in AP courses.
Reliability
A test that yields stable and consistent results is considered reliable (Patton,
2015). In the entirety of the focus group interviews and follow-up sessions, the
researcher gained a clear understanding of how internal and external factors influenced
each participant’s experience pursuing academic success in AP courses. Further, the
researcher chose a methodology and design known for its maximizing reliability through
data collection from multiple sources (Yin, 2003). The following criteria enhanced
reliability:
1. a comfortable interview venue,
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2. a premeeting to review the interview process,
3. time for clarifications and questions,
4. time to introduce the researcher and members of the focus groups,
5. establishing a working relationship, and
6. using a high-quality recording device for interviews (Creswell, 2013).
The researcher also transcribed recordings immediately following each event with
specific notations describing body language, pauses, and facial expressions (Creswell,
2013). Although reliability does not ensure validity, reliability is crucial to establishing a
valid study (McMillan & Schumacher, 2010).
Internal reliability. Internal reliability relies on consistency in the data
collection, analysis, and interpretation. The critical question is if another researcher
reviewing the data would come to the same conclusions. In this study, the researcher
used triangulation techniques from the focus group interviews and individual follow-up
interviews in which participants were encouraged to share their lived experiences in AP
courses to strengthen the internal reliability of the data (Creswell, 2013). Merriam and
Tisdell (2016) suggested using each set of findings to build on the next, checking
interview responses, stories, and theme patterns with participants to ensure reliability.
External reliability. External reliability considers the research design to
determine if it is generalizable to a larger population (McMillan & Schumacher, 2010).
Since a critical case study is not intended for replication but instead is a study that
considers the in-depth experiences of the participants, external reliability was not a goal
of this study (McMillan & Schumacher, 2010). The focus was on the uniqueness of
Latino students’ success factors, with each participant individually giving the reader
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cause for pause in consideration of the transferability of findings to their peers in AP
courses.
Intercoder Reliability
Intercoder reliability relies on a coding agreement sometimes among multiple
coders (Creswell, 2013). After a comprehensive review for accuracy, the researcher
began the coding process using a data-triangulated practice that Patton (2015) explained
as “the use of a variety of data sources in a study” (p. 319).
It was necessary to identify a qualified second coder properly to execute the steps
of intercoder reliability. For this study, a coder was recruited who had earned a doctorate
and had experience in social science research and coding using the NVivo software
system to examine data from interviews, follow-up interviews, and artifacts.
Additionally, the second coder had recently completed a case study involving a similar
population. The intercoder agreement resulted from the coder and researcher both
checking data codes to confirm the stability of the coding responses until consensus was
reached using multiple sources of data (Creswell, 2013).
After the codes were established and the researcher was fully trained on the use of
the software, the researcher continued extrapolating themes from the collected data. With
the use of recursive analysis, the researcher refined the themes until codes were finalized.
The second coder also had the opportunity to present new codes after the initial scan of
data. The second coder reviewed 10% of the researcher’s data, identified themes, and
noted frequency compared to the researcher’s codes to ensure an 80% or higher level of
reliability was achieved (Lombard, Snyder-Duch, & Bracken, 2010).
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Data Collection
Before the researcher began data collection, the research method and instruments
were evaluated extensively and approved by the Brandman University Institutional
Review Board (BUIRB; see Appendix B). The researcher protected all participants’
rights by following the BUIRB rules and regulations. Before gathering the sample, the
researcher sent letters to each superintendent of three Monterey County school districts
requesting permission to conduct research at high schools within their districts (see
Appendix C). District ABC’s and District XYZ’s superintendents granted permission.
One high school from each district was selected. High School A from District ABC and
High School B from District XYZ represented a total of 105 current Latino students who
had earned a C or better in an AP course and a score of 3 or better on the corresponding
AP exam in 2017.
Following both verbal and written agreements from the schools’ principals to
participate in the case study (Appendix D), the schools’ principals or designees provided
the researcher with parent contact information of potential participants. The researcher
invited parents of potential participants to an informational meeting at a time and place
convenient for families to ensure all interested students could participate. During these
meetings, the researched discussed the purpose of the study and described how students
would be involved in interviews and follow-up sessions (see Appendix E).
The researcher first congratulated the families for their children’s accomplishment
of passing an AP course with a C or better and passing the AP exam with a score of 3 or
better as well. After a celebratory message, parents and the researcher discussed the
study and their children’s possible participation. Once all their questions were answered,
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if they were willing, parents gave their contact information on a sign-up sheet and
completed the approved Parent Informed Consent Form (see Appendix F).
Student participants met with the researcher to discuss the study and were assured
that information they shared would remain confidential. Potential dates for interviews
were discussed and a preliminary calendar completed. The interview procedures were
outlined into two distinct categories: focus group interviews and individual follow-up
interviews. Participants under the age of 18 were given the Children’s Assent to
Participate in Research Form (see Appendix G) while participants age 18 and over were
given the standard Consent Form for signature (see Appendix E). All parents, regardless
of students’ age, were given the Parent Consent for Minor to Participate in Research
Form in both English and Spanish.
Beginning in early January, data were gathered from High School A and High
School B to ensure each student participant had earned a C or better in a previous AP
course and earned a passing score on the standardized, summative AP exam. Next, the
researcher gathered data from nine focus groups in which student participants discussed
what factors influenced academic success. Following the focus group discussions, the
researcher interviewed students voluntarily as needed to clarify and expand on their lived
experiences of succeeding in their AP courses.
Summary of Data Collection
The researcher’s goal was to gather data in the form of group interviews and
individual participants’ stories of their academic success in AP courses. The researcher
also sought to learn Latino students’ perceptions of what and how factors influenced their
academic success in AP courses. The researcher investigated participants’ responses
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while seeking a success equation for other Latino students and practitioners to understand
better the complex issues Latino students face in achieving academic success (Crowe et
al., 2011). The researcher used a comprehensive method of collecting the necessary data
for constructive, meaningful narratives revealing the success indicators participants
shared.
During the fall and winter seasons, participants in two Monterey, California
public high schools identified and explained internal and external culture factors that
influenced their success in AP courses. The following procedures were used to complete
the data gathering process:
1. The researcher spent 8 days in two Monterey County, California public high schools
and two city public libraries while conducting focus group interviews and individual
follow-up interview sessions in the participants’ natural environment.
2. The researcher recorded 31 hours of interview sessions with participants. Interviews
ranged from 60 to 75 minutes while follow-up sessions ranged from 30 to 45 minutes.
3. The researcher completed 14 hours of scanning and analyzing artifacts in the form of
AP student data reports from both participating high schools and the MCOE.
Types of Data
The data collected consisted of the following types:
1. semistructured focus group interviews;
2. individual follow-up interviews; and
3. artifacts such as school, district, and Monterey County data reports.
To increase the study’s validity, the researcher used multiple sources of data. According
to Creswell (2013), “Researchers locate evidence to document a code or theme in
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different sources of data for the purpose of triangulating information” (p. 250). Using
focus group interviews and individual follow-up interviews broadened the scope and
gave meaning to the study while aligning to its purpose. Specifically, the study focused
on identifying and describing culture factors that influenced Latino students’ academic
success in AP courses.
Interview Protocol
A primary data collection characteristic of the case study was embodied in the
interview process. When including protected classes (i.e., minors, socioeconomically
disadvantaged, minority students), the interview procedures are more complicated. In
preparation for the data collection meetings, the following steps were taken:
1. The researcher shared the study’s purpose with each district’s superintendent, school
site principals, and their designees to ensure their agreement with the research topic
and support. The researcher requested use of participants from a specific school site
as a potential sample for the study’s focus groups after reviewing the criteria for
qualified participants. The researcher reviewed school data to ensure the most current
and accurate data.
2. The researcher hand-delivered copies of the Parent Consent for Minors to Participate
in Research Form, Children’s Assent to Participate in Research Form, and Consent
Form for students age 18 and over to the sites and stored the electronic copies in an
individual electronic file and paper copies in a secure location at the researcher’s
home.
3. The researcher introduced the study, the criteria for participants, and the intended
time span of the on-site research to the principals and designees. The researcher also
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followed up with a letter reviewing the same information and providing contact
information for any unanswered questions.
4. The researcher obtained permission to review AP course rosters and data reports to
refine the list of students and parents for the target population to ensure qualified
participants.
5. The researcher and site principals or designees confirmed a convenient date for
parent/student meetings to explain the study and the interview process. During these
meetings, parents who agreed to their children’s participation provided the researcher
with contact information on a sign-up list.
6. The researcher distributed letters to students and parents, introducing the researcher,
the study, and the timeframe for upcoming meetings and interviews. The parents
were assured that the researcher would schedule interviews with as little disruption as
possible to participants’ daily academic schedule, aiming for before and after school
or during students’ free periods or vacations.
7. At each school, the researcher attended either an informational meeting with parents
and students to introduce the study or engaged in telephone conversations as was
convenient for each family. The researcher reviewed the purpose of the study, the
research process, the informed consent process, and the Research Participant’s Bill of
Rights (see Appendix H) with parents and students, collecting their signed consent
forms.
8. The researcher provided personal contact information and invited parents and
students to ask additional clarifying questions regarding the study.
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9. The researcher and site principals or designees reviewed possible locations for the
researcher to conduct interviews until they decided on one that provided privacy, easy
access, and warmth.
10. The researcher met with potential participants before the scheduled interviews began.
During the initial meeting, the researcher reviewed the study’s purpose, gave the
opportunities to ask clarifying questions, developed a draft calendar for interviews,
and formed nine focus groups.
11. The researcher again described the study’s value and intended purpose in discovering
success factors for Latino students in AP courses. The researcher informed
participants that once completed, the study’s findings would be made available to
them and their families.
12. The researcher collected signed forms from potential participants and thanked them
for their assistance. The researcher reminded participants that their participation was
voluntary.
13. The researcher presented a draft calendar for discussion and revision where
necessary. A revised version was sent by e-mail under separate cover to the school
site principals or designees.
After the preparation steps, distribution of forms, and return of all consent and
assent forms were completed, between December 2017 and January 2018, the researcher
conducted the first interviews. Each participant received an invitation with an overview
of the study, detailing the purpose of the study and interview protocols (see Appendix E).
The researcher provided each participant with an updated interview schedule with the
researcher’s e-mail and telephone contact information to clarify or ask questions about
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the study (see Appendix I). Additionally, each participant was provided with a 72-hour
notice and 24-hour e-mail and text reminders.
On interview days, the following protocols were followed:
1. The researcher met each of the scheduled focus groups to ensure their comfort and
clarity with the study and its purpose. If any participant required additional
information, the researcher addressed his or her questions prior to beginning the
interview process.
2. The researcher reviewed the data collection procedures and confirmed receipt of all
signed consent and assent forms, including consent for participants to be photographed
during interviews.
3. The researcher reviewed participant informed consent and parent informed consent
forms as well as the assent form for minors and Participant’s Bill of Rights to explain
potential risks and benefits of participating in the interview process. Any questions
remaining were answered before the commencement of the interview process.
4. The researcher followed procedures for all participants using uniformed instructions to
ensure compliance with BUIRB requirements.
5. The researcher stored all the signed forms in a secure location to ensure document
safety and participant privacy.
6. The researcher explained that participation was voluntary, names would remain
anonymous, and breaks could be taken as needed to put participants further at ease
with the process.
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7. The researcher used a digital phone recorder and digital journal throughout the
interview process to document interviews, reflections, and insights. All recordings
and logs were transcribed and reviewed for accuracy with participants.
Once the interviews were completed, the following procedures were followed:
1. The researcher thanked participants and reminded them that they would receive a copy
of the completed transcription for their review to ensure accuracy.
2. The researcher delivered thank-you notes with $20 gift cards to Living Intentions (a
Richmond, California activated food company) enclosed to each principal and his or
her designees who provided the researcher with student data relevant to the study as a
part of the study’s artifact collection. Student participants received a thank-you note
with a $20 gift certificate to MYO Frozen Yogurt and a $20 gift certificate to Living
Intentions.
3. The researcher sent recordings to a professional service for transcription into
Microsoft Word documents to ensure a timely completion of the study.
4. The researcher reviewed the transcriptions and revised them where necessary to ensure
accuracy and maintain records of the interviews verbatim.
5. The researcher kept interview transcripts in a secure e-file, created with individual
numerical identifications for maximum security and privacy for all participants. A
backup copy was downloaded onto an external hard drive and stored in a locked
cabinet in a secure location.
Field Test
To ensure a clear understanding of the interview questions, the researcher
arranged to conduct a pilot test. McMillan and Schumacher (2010) suggested using a
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pilot test to improve the trustworthiness of the data collection. The researcher began the
pilot-testing process by engaging the expert in a review of the interview questions. This
expertise was valuable when examining the interview questions. To use time efficiently,
communication with the expert was conducted by e-mail with a face-to-face meeting only
at the end of the review process. The expert reviewed the interview questions and
provided feedback. The researcher used the feedback to revise the interview questions as
necessary. After an expert reviewed and approved the interview questions, to increase
the study’s validity, the researcher conducted a field test by interviewing two Latino AP
students. The participants met the following criteria: (a) earned a C or better in an AP
course, (b) scored a 3 or better on the corresponding AP exam, and (c) were not
participating in the study.
Once the researcher conducted the field-test interviews, students who participated
commented on both the clarity of the questions and the researcher’s instructions.
Participants commented that the questions were clear and concise and asked in a friendly
manner. Both students gave feedback on the interview questions’ wording and their
understanding of the questions’ intent. Neither student felt stressed or intimidated by the
questions or the researcher. One student was unclear on the goal of a field test and asked
for additional information. Once the field-test interviews were completed, the researcher
sent the logs to a transcription service and shared the resulting transcripts with the expert
for feedback. The expert reviewed the transcribed interviews and concurred that the
questions were appropriate to address the topic of the study and would result in
appropriate data to address the research questions.

122

Artifact Protocol
The researcher used both local and county data reports as artifacts. Data reports
were used to confirm participants’ having met the study’s criteria for the target
population and sample. The following protocols were followed (see Table 7):
1. The researcher redacted students’ names and replaced them with numerical
identifications to ensure privacy of any sensitive information on the data reports and in
compliance with BUIRB, each district’s board of education policy, and California
Education Code requirements.
2. The researcher reviewed numerically coded reports for purposes only of collecting
demographic information.
3. The researcher transcribed recordings and maintained interview observation logs for
the purpose of developing and coding themes.
Table 7. Artifact Collection Items
Artifact Collection Items
Source
Researcher
The College Board
California Department of Education
High School A and High School B

Sample artifacts
Field notes, logs, interview transcriptions
2017 state and district integrated report
2017 demographic progress report
2017 AP course grades
2017 AP exam scores

Note. These are samples and not an exhaustive list of artifacts.

Data Analysis
Analyzing multiple types of data provides multiple, intersecting leveled data and
the formation of storylines that can be examined for alignment with the study’s
conceptual framework (Creswell, 2014; Perna & Thomas, 2006). Focus group and
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individual interviews were conducted and transcribed by a professional transcription
service, and volunteer participants were given an opportunity to tell stories about their
journey to academic success. When analyzing data, the researcher began with
commonalities and differences among the participants, what culture factors influenced
their academic success, and what factors they employed to navigate AP classroom culture
successfully.
Patton (2015) described this process of data comparison as one that leads to
analyzing causes and effects of the phenomena as well as understanding the relationships
between phenomena. Initially, the researcher compared answers within each set of
questions among members of each focus group. Next, the researcher compared the
responses across the nine focus groups. The final comparisons of verbal data were made
after analyzing answers to the interview responses from each participant and then a
thorough examination of common themes revealed through their stories. Because
Ladson-Billings (1995) pointed to factors that together impact academic achievement, the
researcher sought to analyze how culture factors influenced the participants’ trajectory
toward academic success and their possible intersection and overlapping.
Data Coding
Data coding is a process of gathering stories, identifying and organizing themes
by their frequency, and considering the preponderance of evidence that answers the
research questions to construct the study’s findings and, in general, make sense of the
data (Creswell, 2014). The analysis phase results from coding data into topics and then
grouping them into larger clusters to determine recurring themes (McMillan &
Schumacher, 2010) to make sense of a cultural norm or a group’s experience. Working
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with collected data includes developing theories and making connections (Glesne, 2016).
In this study, data collection took place at two Monterey County school sites where the
researcher conducted interviews, searching for meaning from the participating focus
groups and individuals. Simultaneously analyzing both processes allowed the researcher
to shape the study as it proceeded, “thus accessing and analyzing the perspectives of
several members of the same social group about some phenomena that may suggest some
cultural patterns of thought and action for that group as a whole” (Glesne, 2016, p. 9).
Data Coding Procedures
After each visit, the researcher organized and sorted data. Coding data accurately
required the researcher to spend time with the data—reviewing, reading, skimming, and
rereading them—to see themes emerge and then proceed with the process of coding and
analyzing them to determine their frequency (Creswell, 2013; McMillan & Schumacher,
2010). The process required deep reflection, sometimes meditation, and often a review of
collected data. In this study, recordings from interviews were transcribed and sorted after
each interview session. The next step in the process that led to an understanding of the
data was to complete the coding using NVivo, a qualitative software program. The
researcher found a “word or short phrase that symbolically assigned a summative, salient,
essence-capturing, and evocative attribute for a portion of language-based or visual data”
(Saldaña, 2016, p. 4). Further, interviews logs and artifacts were scanned and reviewed
several times to determine recurring themes. The researcher repeated the process and
engaged the assistance of a seasoned researcher to increase the study’s validity. The
nature of a critical case study allows the researcher to move between data gathering and
coding throughout the analysis.
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Although NVivo provided a management system for organizing the data, when
coding for themes, the researcher also coded and analyzed data using Perna and
Thomas’s (2006) SSF and its layers that allowed for a flexible classification. For
example, SSF Layer 2, school culture, might be coded as a support system while another
school culture factor would be classified as the learning environment. Equally important
to note in using the SSF is the opportunity to arrange one theme under multiple layers.
For example, cultural attributes could fall under both SSF Layer 1, personal culture such
as behaviors and attitudes, and SSF Layer 3, family culture such as family dynamics.
The researcher made the final determinations regarding these patterns and themes after a
careful review of the coded data and final node identification in an attempt to answer the
research questions.
Limitations
A limitation is a potential weakness of the study (Creswell, 2014). Multiple
limitations were considered in evaluating conclusions during this research study. Making
sense of how students of a single culture understand the influence of internal and external
factors on their academic success in AP courses requires a consistent sample to consider
the connections. The researcher took several precautions to enhance the validity of the
study; however, there were several factors that limited its transferability:
1. The study was limited by a small sample size with limited experiences among its
participants, which restricted its potential for broader use (Patton, 2015).
2. Identifying 20 current Latino students randomly from a target population of those
attending High School A and High School B who met the study’s criteria and could be
relied upon to complete the study was another limitation.
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3. The researcher was a novice researcher with limited experience using semistructured
interview questions effectively.
4. Researcher bias is a potential limitation when the researcher serves as the primary
instrument, collecting data and conducting interviews (Patton, 2015).
5. The researcher interviewed Latino students but is not of Latino culture and, therefore,
may not have captured the full meaning and nuances of participants’ perspectives.
Researcher Bias
When the researcher is an instrument of a study, inevitably bias exists in the
interpretation of data. The researcher designed the research questions, interpreted stories,
and searched for recurring themes. Because school reform through a social justice lens
focused on eliminating barriers to educational opportunities for minority students has
been the focus of the researcher’s dedicated work for the past 25 years, there remained
potential for research bias. However, to minimize bias, the researcher designed a
research problem centered on Latino students’ academic success in AP courses using the
examination of internal and external factors that participants, themselves, perceived
influenced their academic success. The researcher utilized a random sampling selection
method to identify successful Latino students to learn what factors they understood as
instrumental in their success as opposed to exploring and describing barriers to academic
success. Once the data were collected and analyzed, the researcher attempted to answer
the research questions and share conclusions with other Latino populations and their
teachers, administrators, and families.
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Self-Reported Data
Participants’ responses were evaluated based on their academic experiences,
cultural experiences, age, and maturity. For example, respondents could have been
uncomfortable responding to questions about internal and external factors influencing
their academic skill to a researcher with whom they were unfamiliar and who is not of
Latino culture. As a result, it was always possible that they may not have offered their
full perspective of their experiences. Responses were also limited to participants’
recollection of events and their ability to make sense of their experiences with maturity.
Reducing Limitations
To reduce the effects of potential limitations, the researcher took the following
precautions:
1. The researcher made every attempt to ensure participants were comfortable while they
answered the interview questions and shared their stories (Creswell, 2014).
2. The school site principals or their designees and the researcher located a warm,
inviting space for interviewing and gathered the focus groups to review the study’s
focus before commencing with interviews.
3. When school facilities were unavailable due to vacation period closures, the researcher
and participants agreed on meeting rooms at local city public libraries.
4. The researcher provided time for participants to ask clarifying questions to ease any
anxiety created by their participation in the study.
5. By utilizing multiple data sources (i.e., focus group interviews, individual follow-up
interviews, and data reports), the researcher provided thick, rich data for triangulation.
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6. An expert was selected to review interview questions, analyze themes, and code data
for reliability.
7. A CI was secured if cultural details, terms, and nuances emerged during the interview
process that required further explanation or clarification to deepen the researcher’s
understanding of particular cultural nuances.
Summary
Chapter III outlined the methodology used for the study. The purpose of this
critical case study and its research questions were reviewed. This chapter also reviewed
the study’s design that detailed an explicit set of culture factors and organized them using
Perna and Thomas’s (2008) SSF, which provided the researcher with a conceptual
framework for layering and contextualizing the factors. According to Yin (2017), “Using
the critical case study design allows the researcher to confirm, challenge, or extend [the
concept]” (p. 47).
In addition to describing the design and method, Chapter III also described the
procedures used in the study, explained the sampling technique employed, and examined
data collection methods. Finally, the researcher reviewed procedures used to analyze the
data collected for the case. The study was intended to contribute to the existing body of
knowledge by identifying and describing the culture factors influencing Latino students’
academic success in AP courses, using Latino students’ experiential knowledge. The
study also contributes to the existing body of knowledge by providing practitioners with
strategies for increasing Latino student academic success using effective factors for all
Latino students and potentially reducing gaps in success across minority populations.
With the academic success factors that were identified and described, practitioners can
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aid successful Latino students in developing a network of peer mentorships to reduce the
achievement gap even further and replicate success. Lastly, the study will provide a
guide for policymakers, practitioners, and researchers in their efforts to reduce gaps in
Latino student success. The SSF suggests that closing success gaps among Latino
students requires educators to have a clear understanding of success factors as complex
and shaped by their layered context (Perna & Thomas, 2006).
The critical case study organized by the study’s framework encouraged the
analysis of a phenomenon bound by time and place and, for this study, limited to students
who had passed an AP course with a C or better and earned a score of 3 or better on its
corresponding AP exam (Creswell, 2014; Yin, 2017). Using the critical case study
design allowed the researcher to collect descriptive information using focus group
interviews; individual follow-up questions; and school, district, and county data. After
collecting and analyzing multiple sources of data, the researcher attempted to determine
if, when layered and contextualized, the findings were relevant to the case or whether
there were alternative explanations that were more germane and deserving of future study
to address the ongoing crisis in Latino education in America.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
The United States faces a crisis in educating its growing Latino population in
preparation for college and university matriculation and completion. Advances in both
high school and college completion rates are notable over the past decade, yet Latinos
continue to rank as the lowest college- and university-enrolled demographic group
(Krogstad, 2016). The American educational system must fulfill its promise of rigorous
and equal education for all students to ensure a deliberate, strategic approach to quality
educational opportunities and success for all Latino students (National Conference of
State Legislatures, 2016). Underserved populations require attention and support. An
examination and identification of culture factors that are indicators of academic success
in Advanced Placement (AP) courses are essential (Lowe, 2016). Utilizing the
experiential knowledge from Latino students, policymakers, practitioners, and
researchers will better understand and support strategies for academic success in AP
courses that prepare Latino students for college and university studies (Muhammad,
2015; Noguera & Wing, 2006).
Chapter I contained the introduction to the study and its background, followed by
Chapter II’s comprehensive review of literature centered on personal culture, school
culture, and family culture, factors Latino students perceived influenced their academic
success in AP courses. In Chapter III, the researcher described the study’s methodology
as a qualitative, critical case using high school students’ experiential knowledge collected
during interviews as its data. Chapter IV identifies and describes the findings from this
study by examining data collected from two public high schools located in Monterey
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County, California, identified as schools that maintain a robust AP Program. Schools
were identified further as having majority Latino populations. In this chapter, a narrative
of the participants involved, the research methods, and the data collection process are
detailed, concluding with an analysis and summary of the findings.
Purpose Statement and Research Questions
The purpose of this qualitative, critical case study was to identify and describe
culture factors Latino students perceive influenced academic success in Advanced
Placement (AP) courses. A secondary purpose of this study was to learn how culture
factors influenced Latino students’ academic success. The following research questions
were employed to achieve the goals of this study:
Central Research Question
1. What are the culture factors Latino students perceive as influential to academic
success in AP courses?
Research Subquestions
1. What internal culture factors do Latino students perceive influenced their academic
success?
2. What external culture factors do Latino students perceive influenced their academic
success?
3. How do both internal and external culture factors influence Latino students’ academic
success in AP courses?
Research Methods and Data Collection Procedures
A qualitative, critical case study method was chosen to examine the academic
experiences of 20 Latino students. Students in two Monterey County high schools
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completed an AP course with a C or better and its corresponding AP exam with a 3 or
better. The high schools were identified by their robust AP Programs and successful
Latino AP students.
Data were collected using extensive focus group and individual follow-up
interviews sessions, as well as artifact examination, to ensure a qualified target
population and sample. Using this approach allowed the researcher to identify and
describe culture factors Latino students perceived influential to their academic success in
three layers, a model employed in Perna and Thomas’s (2006) student success framework
(SSF). Layering proved beneficial in providing the researcher with participants’
perceptions of how personal, school, and family culture factors independently and
collectively impacted their academic goals from participants’ lived experiences in AP
courses. Further, responses to the interview questions sought to answer the research
questions that aided the researcher in understanding the meaning and essence of the lived
experience of that phenomenon.
Population
A study’s population is a group of individuals who conform to a common and
specific criterion, chosen from the general population for which a study’s data are used to
make inferences (McMillan & Schumacher, 2010). Because this study’s findings
stemmed from the experiential knowledge of Latino students’ perceptions of culture
factors that influenced their academic success in AP courses, the researcher sought
detailed support data from the California Department of Education (CDE) and the
Monterey County Office of Education (MCOE) to support the population choice. Based
on a 2016 CDE data report, the MCOE reported 76.7% (15,739) of its Grade 9-12
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students were of Hispanic/Latino descent. Of those students, 22.5% participated in their
high schools’ AP Programs, totaling 3,539 students, which was the population for this
study.
Target Population
According to Creswell (2013), “The target population . . . is the actual list of
sampling units from which the sample is selected” (p. 393). The researcher chose a target
population with common characteristics to the larger population (Creswell, 2013). This
study focused on academically successful Latino students. As a result, students were
considered for participation if they met the following criteria: (a) participated in an AP
Program in a Monterey County, California public high school; (b) passed an AP course(s)
with a C or better; (c) scored a passing grade on the corresponding standardized AP exam
of 3 or better; and (d) were in their sophomore, junior, or senior years of high school at
the time of the study.
Monterey County consists of 11 unified and high school districts serving 15
comprehensive public high schools, each with unique demographic characteristics. After
reviewing high schools’ demographic data, the researcher selected two Monterey County
public high schools where there existed critical masses of Latino students. Among them,
105 current students had completed an AP course with a C or better and passed the
corresponding AP exam with a score of 3 or better in 2017. Additionally, both high
schools maintain a robust AP Program.
Sample
McMillan and Schumacher (2010) defined a sample as “the group of subjects
from whom data are collected, often representative of a particular population” (p. 490).
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The population for this study comprised Latino students in Monterey County’s public
comprehensive high schools who had taken at least one AP course. Given limited
resources, it was not possible to study all 11 Monterey County high schools, so the
study’s sample was drawn from two high schools where a critical mass of Latino students
meeting the criteria was evident. The target population focused on Latino students at two
Monterey County high schools who met the population’s basic criteria as follows:
(a) passed the AP course with a C or better and (b) earned a score of 3 or better on the
corresponding AP exam. Based on a qualified target population, 20 students were
selected randomly as the sample for this study. Participation included one focus group
interview and one follow-up interview with each participant individually.
Demographic Data
The study included 20 participants who met eligibility criteria to participate; they
and their parents signed consent and assent forms. Specific demographic information
was collected to describe individuals, including their grade in school, English Language
Development (ELD) status, first-generation college participant status, socioeconomically
disadvantaged status, and membership in a structured support system. Table 8 represents
demographic data that described each participant, identified with numbers from 1 to 20.
Presentation and Analysis of Data
The findings presented in this chapter are the outcome of 31 hours of interviews
and 14 hours of data report analysis. The researcher organized the data into nine themes
after a month of data collection, reflection, interpretation, and theme development related
to the participants’ experiences succeeding in AP courses. Themes were arranged by
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Table 8. Research Participant Demographics
Research Participant Demographics
Participant
Participant 1
Participant 2
Participant 3
Participant 4
Participant 5
Participant 6
Participant 7
Participant 8
Participant 9
Participant 10
Participant 11
Participant 12
Participant 13
Participant 14
Participant 15
Participant 16
Participant 17
Participant 18
Participant 19
Participant 20

Academic
level

Support system

ELD

SED

1st generation
college

Junior
Senior
Senior
Senior
Senior
Senior
Sophomore
Senior
Senior
Junior
Sophomore
Senior
Senior
Senior
Sophomore
Senior
Senior
Senior
Senior
Senior

None
Academy
GATE
AVID
GATE
GATE
Academy
GATE
Academy
AVID
Academy
GATE
Academy
GATE
Academy
GATE/AVID
Academy
GATE
GATE
Academy

Yes
Yes
Yes
Yes
Yes
Yes
No
Yes
Yes
Yes
Yes
No
Yes
Yes
Yes
Yes
Yes
Yes
Yes
No

No
Yes
Yes
Yes
Yes
Yes
No
Yes
Yes
No
Yes
No
Yes
Yes
Yes
Yes
Yes
Yes
Yes
No

Yes
Yes
Yes
Yes
Yes
Yes
No
Yes
Yes
Yes
Yes
No
Yes
Yes
Yes
Yes
Yes
Yes
Yes
No

Note. Academy designations include both privately and state of California funded organizations.
AVID = Advancement Via Individual Determination; GATE = Gifted and Talented Education
program.

internal and external context in three layers modified from the SSF conceptual model
designed for this study as follows:
• Layer 1: internal factor—personal culture
• Layer 2: external factor—school culture
• Layer 3: external factor—family culture
The participants attend a Monterey County, California high school and were
actively engaged in an AP course. The following emergent themes are presented in the
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order of highest to lowest frequency and aligned within the study’s culture factor
categories that reflect the lived experiences of the participants. Latino AP students
succeeded in AP courses when they
1. felt supported by teachers, peers, and school;
2. were motivated by the prospect of financial security;
3. developed a mindset of receptivity and growth;
4. mastered perseverance and determination skills;
5. utilized strategies for improving and accelerated learning;
6. felt respected and supported by family;
7. experienced welcoming, success-oriented, and emotionally safe environments;
8. experienced varied styles of instruction; and
9. feared negative stereotyping and disappointment.
Figure 9 displays the themes by culture factors in response to the research
subquestions that Latino students perceived influenced their success in AP courses,
further supporting the selection of nine significant themes and their layered distribution.
The researcher designed the method for data collection using semistructured
interview questions with 20 participants in nine focus groups. Additionally, each subject
participated in follow-up interviews. After collecting, transcribing, and rereading the
data, the researcher reviewed data with a cultural informant (CI) to examine cultural
nuances contained in the data and examine coding to reflect on the likenesses or
duplications of emerging themes. The data were organized by culture factors and their
framework layers and frequencies. Themes noted as most prevalent were highlighted on
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External Culture Factor
Internal Culture Factor
Framework Layer 1
Personal Culture
• RSQ 1 Developed a
mindset of receptivity and
growth
•RSQ 1 Mastered
perseverance and
determination skills
•RSQ 1, 2, 3 Feared
negative stereotyping and
disappointment

Framework Layer 2
School Culture
•RSQ 2 Felt supported by
teachers, peers, and school
•RSQ 2 Utilized strategies
for improving and
accelerating learning
•RSQ 2 Experienced
welcoming, successoriented, and emotionally
safe environments
•RSQ 3 Experienced varied
styles of instruction

External Culture Factor
Framework Layer 3
Family Culture
RSQ 1, 2 Motivated by
prospects of financial
security
RSQ 2 Felt respected and
supported by family

Figure 9. Internal and external culture factors arranged by emergent themes.

transcribed hard copies using a color-coding method that allowed the researcher to record
easily those of most importance according to participants’ responses into NVivo.
Figure 9 represents the nine themes that emerged, categorized under each of the
three layers. Themes that emerged with a frequency of at least 100 were considered as
significant lived experiences that Latino students perceived influenced their academic
success in AP courses and answered the study’s research subquestions.
Data Analysis
The researcher collected and analyzed data from the participants in an attempt to
understand the experiences of Latino students who passed an AP course with a C or
better and the corresponding AP exam with a score of 3 or above. Data collection was
collaborative during focus group interviews and clarified and deepened during individual
meetings, when participants expanded, explained, and told their stories of success in AP
courses. After analyzing the data collected, the researcher concluded that frequent
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responses under nine major themes, presented in Table 9, related to the study’s research
questions and their aligned SSF layer were, therefore, significant.
Table 9. Theme, Source, and Frequency—Highest to Lowest Frequency
Theme, Source, and Frequency—Highest to Lowest Frequency
Research
subquestion (RSQ)
and student success
framework layer
(SSFL)

Theme

Sources

Frequency

Latino students succeeded in AP courses when
they
RSQ 2 SSFL 1, 2

felt supported by teachers, peers, and school

18

197

RSQ 1, 2, 3 SSFL 1,
3

were motivated by the prospect of financial
security

18

188

RSQ 1 SSFL 1

developed a mindset of receptivity and growth

19

180

RSQ 1 SSFL 1

mastered perseverance and determination skills

19

158

RSQ 3 SSFL 2

utilized strategies for improving and
accelerating learning

16

140

RSQ 2 SSFL 1, 2

experienced welcoming, success-oriented, and
emotionally safe learning environments

15

135

RSQ 2 SSFL 1, 3

felt respected and supported by family

19

135

RSQ 2 SSFL 2

experienced varied styles of instruction

16

113

RSQ 1, 3 SSFL 1, 2

feared negative stereotype and disappointment

15

108

The major themes shown in Table 9 are presented in order of frequency from
highest to lowest, by Research Subquestion 1-3, and by SSF Layers 1-3.
Themes by Research Subquestions
The following data are presented in order of the responses to Research
Subquestions 1-3 from transcripts that evidenced the discussions of 20 participants in
small focus groups and each of the 20 participants in individual follow-up interviews.
After analyzing the data collected, the researcher concluded that each of the research
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subquestions was addressed with three to four major themes. The researcher also learned
that seven major themes emerged under SSF Layer 1, five major themes emerged under
SSF Layer 2, and two major themes emerged under SSF Layer 3. One major theme
addressed all three research subquestions, and five emerged under all multiple framework
layers, suggesting interdependency.
Research Subquestion 1. Research Subquestion 1 asked, “What internal culture
factors do Latino students perceive influenced their academic success?” The analysis
revealed that one of the study’s major findings exemplified how students perceived their
mindset as related to their academic success. This theme was observed from 19 sources
with a frequency of 180 and was classified under SSF Layer 1, personal culture (see
Table 10).
Table 10. Theme, Source, and Frequency—Receptivity and Growth
Theme, Source, and Frequency—Receptivity and Growth
Theme
Developed a mindset of receptivity and growth

Sources

Frequency

19

180

In each of the nine focus groups, participants grappled with the discussion of
mindset from biological and chemical perspectives. However, when they advanced the
focus group conversations to the psychological aspects, they wholeheartedly agreed that
believing in their capacity to improve intelligence and academic skills prompted them to
challenge themselves and learn from their mistakes and failures, without embarrassment.
Participants identified developing a mindset of receptivity and growth as a key
internal culture factor that influenced their academic success in AP course 180 times
during focus group and individual interviews. The same participants were committed to
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learning and open to receiving encouragement from teachers, peers, and families to try
hard and never give up on themselves. Participant 20 was quite confident that most
academic limitations in AP courses were self-imposed and reflected a student’s level of
receptivity or “willingness to do something.” Willingness emerged as a consistent
answer among all participants in Focus Group 3, with Participant 9 framing the boldest
comment about AP test performance and mindset: “I wouldn’t necessarily say it was my
ability that kept me from reaching a more competitive score but really my willingness to
reach my potential.” At the end of the group session, with brows furrowed, a self-assured
Participant 9 reflected on growth mindset and concluded, “There’s really never been a
doubt in my mind that I couldn’t increase my intellectual capacity.”
In Focus Group 1, Participant 2 concurred that increasing intellectual capacity
was always possible with the right mindset. When the topic of taking courses that really
challenged students was discussed, Participant 2 told a story about struggling in and
ultimately failing an advanced math course. But instead of giving in and giving up,
Participant 2 retook the class:
Math is hard, but you should never stop taking math. It’s never going to be easy.
It’ll always be hard, but you know, if you have a good teacher, and you have the
right mindset, and you’re willing to learn, you will be able to learn.
Participant 2 drifted into thought, smiled, and then shared a description of success traits
that resulted in passing the class after the second attempt: “I’m hardworking and
stubborn. It was like a kick in the head to fail, so I learned from that and grew from the
experience.”
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Several participants, especially those in Focus Group 3, declared their preference
for support that encouraged their academic growth through improvement-related praise
rather than general praise, a replacement for identifying students by how smart they are
and more on their effort, struggle, and hard work. Participant 20 shared continuously
frustrating experiences both at school and home when teachers and parents labeled the
participant as smart, intelligent, and studious instead of hardworking: “For me, in my
school environment and my home environment, they did sort of a more fixed mindset,
using words like, ‘You’re so smart; you’re so intelligent, you’re so studious.’” When
revealing these kinds of frequently used comments to describe students who are high
achievers, Participant 20 shared rather confidently that even though there was a distinct
lack of positive, effort-based, and self-image-related comments, second-guessing
confidence was replaced with independently building self-efficacy instead.
When describing their self-assuredness and intellectual growth as internal culture
factors that influenced academic success, Participant 4 identified a time when self-talk
resulted in a significantly increased motivation and growing confidence to excel. The
kind of internal conversation Participant 20 experienced when facing academic
challenges led to the extra effort necessary to grow: “Hey, you can do more. It’s not
impossible. It’s within your reach. Just don’t give up.” Participant 20 cycled back to the
idea of not giving up several times. During the Focus Group 4 interview session,
Participant 3 also reflected on self-talk and agreed with other focus group participants
that having a growth mindset shored up effort and confidence that helped students see
themselves as hard workers. Participant 3 pondered quizzically on the internal discussion
that might result from a reflection on internal factors that influenced academic success: “I
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would probably say to myself, ‘As long as you believe in yourself, you can do anything,’
basically. I would say a confident and determined mindset is a major role in it, in
pushing through difficulties.”
Other participants also referenced self-talk that challenged them to keep trying in
the face of failure. Having a positive mindset toward intellectual growth helped them
overcome not only the fear of failure but also the potential of embarrassment in front of
their Caucasian peers, who participants believed had more AP course experience and
were seemingly better prepared for the rigors of college-level coursework. Participant 7
was thoughtful for several minutes before responding, during which time the researcher
waited in silence for the participant’s thoughts to emerge:
It’s hard sometimes because it feels almost overwhelming. It’s really a one-man
race, and it’s just you. You’re your own greatest enemy in the end. Sometimes it
is really, really hard to overcome that. It’s hard to become better than what
you’ve been, especially when you have a negative opinion of yourself and think
you’re less prepared than other kids. Sometimes you have a negative opinion of
where you’ve come from. It’s hard to fight that a lot of the times. Like with
everything else, you just need to learn how to draw strength from it and have the
right mindset. You know?
After concluding the discussion on receptivity and growth mindset participants perceived
as significant in their success navigating academic setbacks, the researcher queried what
advice participants would offer freshmen new to AP education. Participant 10 responded
definitively that a straightforward message about key internal culture factors would best
motivate freshmen: “You have to be willing to put in the effort, the work. You have to be
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willing to do whatever the teacher asks of you if you want to be able to pass the course
and grow.”
Although several participants referenced the same sentiments—receptivity,
challenging oneself, and growing one’s intelligence—as key internal culture factors that
influenced academic success that would benefit first-year students, a substantial number
of participants agreed that mastering perseverance and determination skills was also
important to academic success in AP courses.
Further analysis of the data collected resulted in the emergence of a second
internal culture factor under SSF Layer 1, personal culture. Another of the major
findings of the study exemplified how students perceive perseverance and determination
skill mastery as impactful to their academic success. This theme was observed from 19
sources with a frequency of 158 (see Table 11).
Table 11. Theme, Source, and Frequency—Mastered Perseverance and Determination Skills
Theme, Source, and Frequency—Mastered Perseverance and Determination Skills
Theme
Mastered perseverance and determination skills

Sources

Frequency

19

158

During the nine focus group interview sessions and individual follow-up
interviews, participants were asked to identify two internal traits in the form of adjectives
they believed would describe their work ethics in AP courses. Similarly, they were asked
to identify traits their teachers and parents would suggest best described them as students.
In general, participants were quite sure that along with a positive and growth
mindset, if students are receptive to learning and can master perseverance and
determination skills, academic success, even in the most challenging courses, will occur.
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Participants agreed that perseverance requires hard work. It needs a never-give-up
attitude in the face of challenge and adversity. Participants also agreed that at the
beginning of the school year, they were off to a great start. However, as soon as they
became immersed in the delicate balance between their personal and school lives, among
navigating busy schedules, multiple AP courses, and extracurricular activities, feelings of
panic and sometimes thoughts of giving up emerged. Participants agreed that their lives
were riddled with challenges and setbacks. In fact, trials were seemingly inevitable. In
Focus Group 5, Participant 3 spoke pridefully about putting up a fight to enter the
school’s Gifted and Talented Education (GATE) program, with more advanced, rigorous
courses:
When I got my schedule and I didn’t have any classes in the GATE program, I
went to my counselor. I pushed but was able to only get English, but . . . other
classes . . . were full. I took my first GATE class, and that was really
intimidating. I ended up doing well. I just wanted to go the extra mile, kind of
got me to AP classes.
Participant 3 went on to mention an additional 20 times how perseverance and
determination played a key role in academic success, revealing stories of hard work and
continued effort whenever a struggle ensued with even the slightest roadblock to
academic success. Participant 3 believed that what separated successful AP Latino
students from those who are unsuccessful was pure perseverance. The most significant of
those experiences occurred after Participant 3 changed elementary schools and began
failing routine tests on a regular basis: “I was like, oh man, I’ve got to do something
about it.” What changed failure into success was Participant 3’s continued effort working
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harder: “You really work for it, and you think like maybe you can’t do it yet. But we can,
eventually.”
Discussion questions sometimes overlapped when participants reflected on what
led to their determination. During the Focus Group 1 interview session, Participant 11
reflected on shifting from English language learner status to language proficient. Citing
the learning process when new words were introduced to Participant 11’s vocabulary
identified the importance of regular reading at a challenging level and determination to
maintain that protocol for language advancement:
It’s like your brain is trying to keep up with all these new things you’re learning.
Sometimes that kind of gets jumbled, especially when AP classes move so fast,
and you’re reading all of this information from a textbook, which textbook is
worded weird. That’s just a textbook thing.
Participant 11 recalled five times during the focus group interview session her
determination to succeed in AP courses as her family’s first-generation college-bound
student: “I just kind of tell myself, ‘Sit down; do this, and don’t get up until you’re
done.’” During that focus group interview, Participant 7 reiterated the same comment,
continuing with thoughts on perseverance and determination skills, suggesting that
developing and practicing those skills will serve students throughout their education.
Developing perseverance and determination skills was an equally hot topic for
Focus Group 6. During the session, the researcher noted that Participant 19 was quiet,
almost pensive, while other group participants shared vigorously various adjectives that
described them as students. With a sudden blast of energy, when called upon to
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contribute to the discussion, Participant 19 began a 7-minute passionate dialogue likening
physical endurance to mental perseverance:
I feel like you would persevere because sometimes it can be really stressing. You
might say, “Oh my God, this is so difficult.” But you just have to stay on task and
say, “Okay, this is my goal; I have to reach it no matter what.”
Participant 19 also shared an alternate view by pointing out that perseverance is not
always the same for everyone. Controlling the room and the conversation with an
introduction to what was introduced as soft bigotry of low expectations for Hispanic
students, Participant 19 continued passionately. While Latino AP students persevere,
grapple with daily challenges, and remain determined to reach their academic goals, they
also receive high levels of support.
According to Focus Group 6’s Participant 18 and Participant 19, counselors at
school are open, especially with AP students, as they see them like, “Okay, they are
going to college, so we got to help them.” Both the participants agree that Latino honors
students also have determination and perseverance. Nevertheless, both participants
claimed that comparatively honors students have shared that they are less likely to
receive the same support as their AP friends to reach their academic goals. Participant 19
concluded with a poignant sentiment: “Just because a group is not succeeding to the same
extent as another doesn’t mean they deserve less. I feel like the non-AP group needs the
most time, and they’re the ones that are totally left out.” Focus Group 6 participants
looked at each other, avoided the researcher’s eyes, and smiled. The room fell silent.
After a 10-minute digression during which students discussed institutional racism,
the researcher commended the participants for their interest in social justice and
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concluded the session. Just like the discussion of growth mindset and receptivity led to
discussions of perseverance and determination, the latter conversation transitioned to
another internal culture theme, the first to intersect with multiple questions and layers as
suggested by Perna and Thomas’s (2008) study on student success.
Research Subquestions 1 and 3. Research Subquestion 1 asked, “What internal
culture factors do Latino students perceive influenced their academic success?” Research
Subquestion 3 asked, “How do internal and external culture factors influence Latino
students’ academic success in AP courses?” The theme in Table 12 emerged in answer to
both Research Subquestions 1 and 3, influenced by a combination of SSF Layer 1,
personal culture, and SSF Layer 2, school culture, factors on how they influenced Latino
students’ academic success in AP courses. Although the study’s research questions
concentrated on success factors, discussions inevitably alighted on how a barrier under
SSF Layers 1 and 2 addressed Research Subquestion 3. From 30 sources, 108 comments
were made about participants’ fear of being categorized as stereotypical Latino students,
which participants perceived as negative.
Table 12. Theme, Sources, and Frequency—Feared of Disappointment
Theme, Sources, and Frequency—Feared of Negative Stereotype and Disappointment
Theme
Feared negative stereotyping and disappointment

Sources

Frequency

15

108

Even though there were several impediments to academic success in AP courses
noted during focus group sessions, only one emerged as a theme that participants
revealed as an ultimate motivator for their academic success. Participants feared
disappointing themselves, their teachers, and their families if academic success did not
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materialize as planned. A shy but confident Participant 16 was clear and concise when
addressing the disappointment factor: “I don’t want to disappoint them [teachers] because
I know they really do believe in me, and so that just makes me work harder at getting my
stuff turned in and performing at a higher level.” For many participants, battling negative
stereotypes was challenging to navigate at such a young age. Participant 16 continued,
sharing a compelling perspective:
A lot of people have already made up their minds of how they perceive Latino
people. One of the big factors that kind of like . . . one of my fears is that people
will stereotype me, and put in a label, and think that that’s all I can do.
Sometimes I believe it. I’m like, oh well, I mean, that’s what I’m about to do, but
the fear of just not doing the same thing [lingered silence], well, my parents not
doing better really helps me and motivates me to do better.
Several participants lingered on the discussion of disappointing others but kept returning
to disappointing themselves in the eyes of others, an important distinction that traversed
both internal and external culture factors. They claimed disappointing themselves was
difficult enough, but disappointing themselves and seeing that factor through their
teachers’ and parents’ eyes were unbearable.
Participants were prideful of their progress and accomplishments as AP students,
many as first-generation college-bound students. Even though typecasting presented
barriers to education for many Latino students, participants noted that fear of falling
under a cloud of misperceptions about the value of education in Latino families and the
intellectual capabilities of Latino students used as a peaceful motivator for success could
be a positive result. Few statements about fear as a motivator for success were recorded
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during focus group sessions; however, one participant, in particular, stood out bravely
and commented,
You know this culture that has developed in the United States, the gang culture
within Hispanic individuals that is mostly driven by psychological trauma. I
don’t know if it’s like discrimination or failure because I feel like nothing drives
Latino students more than seeing what people would expect you to be.
After several additional comments, tears filled Participant 18’s eyes. Rather stoically,
with composure regained, Participant 18 rejoined the discussion, and the session
continued.
Although neither of the other focus group participants responded or added to the
discussion about using fear as a motivator, when the researcher met each participant
individually for follow-up sessions, Participant 17 shared how fear had emanated from a
sense of duty to family. Disappointing both immediate and extended family was the
topic for a serious discussion about the pressure on Latino youth for making a better life
in the United States: “The fear of failing or the fear of not maintaining the perception my
family has of me is stressful. And by perception, I mean my grades and what I’m doing
at school. My fear is disappointing my family.” As a first-generation college-bound
senior, Participant 8 nervously discussed how teachers respond to AP Latino students in
the class by classifying them publicly when they need assistance. All three Focus Group
6 participants attested that one of their AP teachers was very helpful, inviting all students
to reach out for support; however, for Latino students, that solicitation was often
followed by what the participants described as condescending remarks: “I know your
parents work late, and you don’t see them often. Some of your parents work all
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weekend.” Participant 18 became agitated during the discussion and continued with a
bold commentary:
It makes you feel you’re set up for failure, at least that’s the way I perceived it,
’cause it was like, “Oh, you’re brown. Your parents probably work in the fields;
you probably have six other siblings, and you live in a house that’s one bedroom.”
It kind of sucks, because when they refer to you, you know they have that
concept. . . . It’s like, how do I change that? How do I make it different because
I’m not just any other brown person? I’m my own person. Then you get really
angry . . . they want you to get angry, and they want you to be like this crazy,
destructive Latino teen, so they can put it on the news, and so that your entire
ethnic reputation is still falling through.
After taking a 5-minute break, Participant 18 continued to share how navigating the fear
of fitting the negative Latino stereotype and the potential disappointment that followed
can be mitigated. Participant 18 suggested an effective approach for using fear positively
as a motivator by expressing calmly and intellectually the feelings fear evokes as part of
an academic discussion. The researcher reminded Participant 18 that a genuine interest in
educating others to avoid feelings of frustration was both commendable and necessary.
Participant 1 had a different but equally interesting perception on how fear
became a motivating force toward academic success. Coming from a similar base
concept of fitting a negative stereotype developed by non-Latinos, Participant 1 shared a
concern of reaching out for help in front of other, mostly Caucasian, AP students: “I
always felt like if I ever asked for help, people are going to think, ‘Hey, he’s not even
smart.’” After reassessing that feeling and relying heavily on a positive self-concept,
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Participant 1 suggested that what people think about another person being smart is not
important because “everybody’s smartest in their own way.” The next sentiment was
Participant 1’s acknowledging that using a certain amount of fear aimed at an appropriate
target is helpful: “It’s good to fear. Like if I don’t do my work, I’m going to not do well
in this class. Having fear is really good because it’s kind of a motivating factor to be
alert.”
Although not a common strand among participants, fear of embarrassment did
resurface, described as a barrier overcome by rationalizing the value of inquiry without
judgment. Participant 13 echoed a similar concern as several other participants in a
follow-up session: “It was kind of scary to ask. Especially in class with the rest of my
peers. I didn’t want to feel any embarrassment when someone called them dumb
questions.” In the next follow-up session, another participant attested to secretly fearing
failure. After letting down a protected guarded, Participant 16 shared a recent “aha”
moment, interrupted twice by tears. After describing AP classes in which the majority of
students were Caucasian, wealthy, and with college-educated parents, Participant 16
shared a moving, very private experience:
My dad doesn’t even have a college. . . . He only went to middle school, and he
came to the United States. He didn’t finish middle school. What does that say
about me? I’d be so scared of my past and just worried that anybody else could
tell, and I’d be labeled as my parents.
Participant 16 went on to further explain the dread faced daily trying to hide and protect a
fragile ego from stereotypical comments heard in AP classes daily. But it was in Focus
Group 1 that a particularly articulate Participant 7 discussed how fear of failure, of falling
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under the umbrella of unearned stereotypical behavior, and the accompanying anxiety it
generated, had impacted her daily life:
What can I do with my life that can turn that perspective around? . . . Show them
that yes, I am this, but the thing is there’s so much potential within that. I still
have so much potential that you can’t see.
The fear of falling under a negative ethnic stereotype and disappointing themselves and
their families was found to transcend socioeconomic conditions. Interestingly,
Participants 1, 2, and 7 had at least one college-educated parent, were not considered of
low socioeconomic status, yet the fear was no less impactful.
To that end, wrapping up the follow-up interviews, one participant concluded
with a sincere and thoughtful reflection. After a long moment of silence, the hour of
discussion about fear as a motivator concluded with Participant 2’s profound comments:
Often you see Latinos working in the fields or in lower paying jobs. It was that
kind of stigma that I came to find about Latinos. I wanted to prove to myself and
people around me that I have the capability, no matter what ethnic background I
come from, to be successful in life and be successful in these extremely hard
courses. Dealing with that kind of stigma around Latinos, it makes me want to
work harder to prove that anyone can do it, no matter who you are.
The wrap-up comment concluded the topic of how internal culture factors of fear and
disappointment motivated Latino students’ academic success in AP courses and
heightened their senses of perseverance and determination.
Research Subquestions 1, 2, and 3. Research Subquestion 1 asked, “What
internal culture factors do Latino students perceive influenced their academic success?”
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Research Subquestion 2 asked, “What external culture factors do Latino students perceive
influenced their academic success?” Research Subquestion 3 asked, “How do both
internal and external culture factors influence Latino students’ academic success in AP
courses?”
Data analyses resulted in the emergence of the first theme to address each of the
three research subquestions and SSF Layers 1 and 3. This theme referenced how Latino
AP students used these two factors to succeed in AP courses, citing participants’ personal
motivation to secure financial security for their families in consideration for their
sacrifices to provide a better life for their children. Those conditions were reflected in
data from 17 sources with a frequency of 188 (see Table 13). During each focus group
session, the room seemed to vibrate with chatter from participants whose interests in
pursuing a future of financial security transcended their families’ current socioeconomic
status.
Table 13. Theme, Source, and Frequency—Motivated by a Future of Financial Security
Theme, Source, and Frequency—Motivated by a Future of Financial Security
Theme
Motivated by a future of financial security

Sources

Frequency

18

188

From participants with parents who had earned college degrees to first-generation
college students and redesignated English language learners, they all shared their
perspectives briefly, often guarded, and from very different frames of reference.
However, it was during individual follow-up sessions that participants were more
comfortable discussing their families’ economic lives. In response to a follow-up
question that explored the most imperative external culture factor participants perceived
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was influential to their success in AP courses, Participant 1 shared perceptions stemming
from an upbringing by educationally and professionally accomplished parents with
postsecondary degrees and above-average earnings. With maturity, a well-crafted
response emerged:
I just want to be able to live by myself with my wife and kids. And I don’t want
help from anyone else. I don’t want them [parents] to work harder when I’m a
full-grown man, still having to support me. I want to be there to support them
when they can’t support themselves anymore.
From participants whose parents were college educated to those who experienced little
formal educational opportunities, there was a middle ground. Coming from a family
whose cultures and levels of educational sophistication varied considerably between
maternal and paternal relatives, Participant 7 spoke about an interesting observation:
You see where you’ve come from and then you see the state that usually your
family is in, where a lot of Latino students have parents who are scraping by.
They’re working many jobs to keep food on the table . . . and you say, “Okay,
well, I have this beautiful brain, and I have education, so I should work hard and
do that so I can make myself and my family something better.”
Noting the distinct differences among responses to follow-up questions and the number
of times that quality of life and financial futures immerged was noteworthy, and in
frequency, only second to the school, teacher, and peer support theme.
When the researcher met the next participant, a conversation began about the
reality of shattered dreams. Participant 6 led the discussion describing a childhood with
parents, lacking in education and its effect on students’ futures. Without the formal
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education and finances necessary to afford a 4-year college education, Participant 6’s
parents cannot support the goal of matriculating: “They have decent jobs . . . but I can’t
go to a 4-year university right off the bat. Other students, I see that they’re immediately
going to jump into a lot of UCs in California, but it’s just something I cannot do.”
Although disappointed, Participant 6 seemed motivated to break the education barrier by
attending the local community college and transfer to a university in the future.
To the same query, Participant 4 answered quickly and positively that a good
quality of life was essential and a key motivator for academic success. A first-generation
college-bound student, Participant 4’s family struggled financially. As a result, and in
response to defining “good quality of life,” Participant 4 stated confidently, “Good
quality means an $80,000 a year paycheck. A good home, money for my parents. Yeah,
stability.” Several additional follow-up interviews resulted in participants sharing their
innermost thoughts about financial security and their responsibilities for providing a
better life for their parents, who had sacrificed for them.
It was during one of those academic success conversations that Participant 5
shared why financial security qualified as a primary external factor influencing academic
success: “I feel like some students who come from families that make less money, it
helps motivate them I think because they want to do good for their parents and show their
parents the values that they instilled in them.” Participant 17 gave the researcher an
explanation of children’s responsibility in a culture where a family’s financial security
and well-being are primary considerations:
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To my parents especially, who didn’t have an educational background, to show
that anything can be possible through hard work. . . . In the end, I can not only
make myself happy, but I’ll make them happy, as well.
The differences among participants’ comments based on their families’ economic status
were impressive, especially considering their maturity at ages 15 to 17. Participant 1’s
suggested a financially secure perspective in comparison to Participant 7’s description of
having experienced life with one college-degreed parent and one less educated parent:
My parents are working very hard for very little money, and they always tell me,
“We don’t want you to end up this way, so please use us as an example of what
not to do and to do better than us.” . . . That’s what I want to do, too.
A caring and concerned individual, Participant 12 continued describing many
socioeconomic concerns that motivated academic success—not just for immediate family
but also for friends: “My Mexican friends, in particular, their parents almost always are
like struggling, they’re almost always poor, they’re like borderline poverty.”
As for concerns about its impact on their academic success and future education,
Participant 12 compared the opportunities of friends to those of their Caucasian peers in
the same classes: “They have more resources. They have money. They never have to
worry about where their meal is going to come from, that type of stuff. They have a lot
more opportunities to do well.” While thinking about the struggles of family and friends,
and before speaking again, Participant 12 became unusually quiet, almost solemn:
That’s what really pushes me to do better than those I see that are struggling
because I don’t want to struggle. I don’t want my kids to struggle. I don’t want
people I love to struggle. That’s something that really motivates me.
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Participants were joined in this sentiment during an individual follow-up interview when
Participant 1 shared his observations of how financial instability affected other Latino
students striving to succeed: “What I’ve seen from people at school, from some of my
friends, is they don’t really have the opportunities. Well, they’re given the opportunities,
they just don’t have the time or the money to do them.” With a combination of external
factor discussions of family culture and the impact of time, communication, and
socioeconomics on students’ academic success, the researcher introduced students to the
last category of factors.
Research Subquestion 2. Research Subquestion 2 asked, “What external culture
factors do Latino students perceive influenced their academic success?” Further analysis
of the data collected resulted in the emergence of three external culture factors under SSF
Layer 2, school culture. The first of those themes with the highest frequency of 197 from
18 sources, participants regarded teacher, peer, and school support as important to their
academic success in AP courses (Table 14).
Table 14. Theme, Source, and Frequency—Felt Supported by Teachers, Peers, and School
Theme, Source, and Frequency—Felt Supported by Teachers, Peers, and School
Theme
Felt supported by teachers, peers, and school

Sources

Frequency

18

197

Participants shared a variety of experiences that they perceived led them on a
successful and hopeful AP journey that they believed would result in matriculation.
Toward that end, students attested that school culture played an apparent role for those
participating in college-preparatory academies and cohort-style support programs. By
sending a clear message to its students that the adults on whom students rely for
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guidance, learning, and mentorship can be trusted, students were encouraged and assisted
in achieving their academic best. Although few participants focused on school culture as
an influential factor in driving their academic success in AP courses, 35 comments were
logged among participants attesting to the value of the college-going culture experienced
in academies, Advancement Via Individual Determination (AVID), and GATE.
Upon further reflection on overall support services provided, according to
participants, each school support system played a key role in developing their school’s
culture of academic care. Interestingly, 97% of the study’s participants experienced
academy life, AVID, and GATE and shared their views on how they influenced academic
success in AP courses. Participant 15 was most descriptive when sharing academy
experiences: “Being in an academy, they want the best for you, you and the group of
people that you’re with. . . . They want to get you to college, so they know what classes
to put you in.” Throughout the follow-up interview sessions, 16 sources addressed their
schools’ systemic supports as most valuable for college preparation.
Participant 7 concurred with Participant 15’s comment: “The academies are
definitely structured in a way that helps you succeed in whatever your passion.” Other
comments ranged from enjoying a sequence of classes with a “family” of students in
career and academic themed academies to the annual sequence class, like AVID, where
participants also attested to a highly effective college-going culture. Participant 11
referenced the AVID experience as a significant stopover point on the high school
journey to college:
AVID itself is very important to me because it’s like a program where they help
students to get to college and that’s what I want to do in the future, and so I found
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it really important. I got much help and learned new skills from the teacher. I
hang out with a lot of supportive students in my AVID class.
At both schools, participants touted AVID as a highly effective support system that
focused on building community among like-minded students in their quest to attend
college, prepared for its rigor. Participant 16 agreed that AVID was a good investment of
a student’s time: “I feel like programs like AVID and just the honors and advanced
classes they offer; I feel like they kind of promote college success and readiness.”
Academies as support systems were regarded highly by most participants’
perspective of both the teacher and peer support. According to several participants, the
benefits of the systemic supports, like programs built into the school’s master schedule
extended beyond the classroom into social life at school. A majority of participants
found the social aspects of the academies beneficial for peer support, common goal and
interest discussions, and the overall feeling that “we’re all in it together” when they
struggled with academic challenges. Several participants attested another feature of the
academies that they attributed to academic success—the growing competition among
academy students. Participant 9 was the first to broach the subject:
The social aspect of [the academy] is different than the rest of the school because
they’re really focused on getting into college, taking the AP courses and stuff. I
feel like it’s almost competitive in a way because you feel like everyone’s getting
good grades and good SAT scores, so you also have to be the top, too, in a way.
Participant 9’s demeanor was externally low-key and easily distractible, which caused the
researcher to wonder how useful a highly competitive environment in high school would
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be and to what end. That issue was addressed when Participant 2 joined the conversation
about how competition was generated and the rationale behind it:
The teachers, they promote challenging yourself. Even maybe a little bit of a
competition between your peers because it’s not like, well, it’s a cut-throat world.
You’re going to be competing with students, with your friends for spots in
college, career opportunities.
Competition was addressed further and referenced as a mainstay in AP courses.
Participant 8 spoke to its role as a driving force in academic achievement: “It drives you
to do better or to push yourself to be at their [Caucasian students’] level, I guess.” A
series of discussions followed on teachers’ influence on Latino AP students’ academic
success.
During individual follow-up interview sessions, both Participant 17 and
Participant 14 spoke to roles that teachers played in supporting their efforts to excel. “I
talk to my teachers,” said Participant 17. “That’s one of my primary things to do. And
they always have helped me out, and it works well.” Participant 14 addressed AP
teachers’ involvement with academic support: “AP teachers are really open and willing to
help their students even though it’s outside of class hours. That really helps with the way
that they understand the material, especially if students are like not understanding it very
well.” All participants pointed to similar experiences with easy access to AP teachers for
after-hours support. Through those discussions, the conversation shifted from teachers’
active roles to their more passive roles as guides and mentors who encourage group
support and collaborative problem solving.
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Developing supportive relationships with fellow students who have similar
academic challenges and postsecondary goals was addressed by several participants as
influential factors in their success. Participant 6 commended the group learning dynamic:
“You feel like you learn better, and you feel better when you’re with a group of people
that have the same interests and goals as you.” Participant 7 posited that working
alongside peers was beneficial to academic progress and intellectual growth: “We need
each other, and we need to use each other, then it would probably . . . make the dropout
rate a lot smaller because everyone knows that they have each other as a resource.” A
point of agreement among all participants was that camaraderie established in AP
classrooms, where group dynamics were encouraged, enriched the learning experience.
Further analysis of the data collected resulted in the emergence of three external
culture factors under SSF Layer 2. Participants’ perception that teacher, peer, and school
support was essential to their academic success in AP courses was common among 18
sources with a frequency of 197. Although only 15 sources noted welcoming, successoriented, and emotionally safe learning environments as influential to academic success
in AP courses (see Table 15), those participants were adamant that it was imperative to
learning.
Table 15. Theme, Source, and Frequency—Experienced Welcoming, Success-Oriented, and
Emotionally Safe Learning Environments
Theme, Source, and Frequency—Experienced Welcoming, Success-Oriented, and Emotionally
Safe Learning Environments
Theme
Experienced welcoming, success-oriented, and emotionally
safe learning environments
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Sources

Frequency

15

135

With a common goal of improving AP exam scores among Latino students to
ensure their competitive edge in the college acceptance process, examining the
environment in which participants engaged in learning was essential to the overall
discussion of success factors. As one of the nine significant themes revealed through
data analysis, participants contemplated learning environments carefully when answering
the interview questions identifying external factors that influenced their success in AP
courses. Before addressing the question, several participants requested time to reflect on
whether environments made a difference in their learning. They pondered on specific
characteristics of learning environments and assessed the teacher’s role in creating it.
The most vociferous among participants were Participant 3 and Participant 12,
who described the importance of trusting and respectful classroom environment on their
learning, which participants attested teachers created. “I would say that everybody’s
there to learn, because every time he’s teaching [Mr. M], everybody’s paying attention,”
shared Participant 3. “Nobody’s actually messing around. He has this sort of effect
where like people will watch and just learn from him.” The respect referenced in
Participant 3’s comment was discussed further. To understand how such respectful
environments influenced academic success, Participant 12 eagerly shared another
viewpoint:
When you have a personal connection with someone, it’s easier to learn from
them. You’re more likely to listen to them; you’re more likely to respond; you’re
more likely to accept what they’re saying and to incorporate it into your own
thoughts. When you have that connection with your teacher, overall, it’s a lot
easier to learn.
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Focus Group 5 participants all agreed with the positive effects of having a close
relationship with AP teachers and believed further that those trusting connections were
extremely beneficial. “They just go above and beyond and want to provide everything
they can,” shared Participant 20.
Focus Group 6 participants pointed out a different perspective that included
environment development reliant on students in the classroom. Participants 18 and
Participant 19 reminded the researcher that their goal was earning an A in their AP
courses and a score of 4 or 5 on the AP exam. They shared a common idea of a
productive environment to pursue those goals. Participant 18 stated, “It’s an environment
where you are with other people who want to do the same exact thing you do, which is to
pass the exam.” Participant 18 finished commenting and looked to Participant 19 for
concurrence. For the better part of the hour, they had bantered back and forth with a freeflowing delivery of information about the difficulty and downright scary nature of taking
multiple AP exams. Finally, while listening intently to the conversation, Participant 19
nodded in agreement.
A description of an environment of trust among peers followed: “I feel like
between us we have a bond which is tied together with, I don’t want to use this word, but
really like with suffering. Everyone is suffering, and we are like, ‘Oh, no, what are we
doing?’” A considerable amount of chatter followed Participant 19’s comment about
suffering. Ironically, participants giggled like little children without a care in the world;
and for just a minute, they were silly, and then toggled back and forth between silly and
serious. The nature of their mission, they concluded, was to pass the AP exams and
reduce college costs, a problem Participant 20 suggested kept many Latino students from
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finishing a college degree. The environment quickly turned from carefree back to
serious, as some participants shared that approaching some of their AP teachers for help
was uncomfortable depending on their relationship.
Participant 6 was quite thoughtful during quiet reflection and then shared the
differences among AP classes and the teacher/student dynamic: “My relationships with
my teachers, they’re all a little different. They all bring out some part of me that might
have been missed.” A vibrant discussion ensued about the various relationships
participants develop with teachers, friends, and family. Participants pondered over the
parts of their individual dynamic reserved for each of those groups resulting in a culture
that impacted academic success. From the discussion about classroom environments and
working relationship with teachers, friends, and family, the researcher shifted the group’s
focus toward the broader school environment.
In general, participants agreed that relationships with their teachers in well-honed
learning environments had a positive impact on academic success. However, they also
pointed to the school as a source of success-messaging, especially to AP students.
Participant 1 thought the school’s college-going culture was effective and complimented
the school’s efforts: “I do think this school does really well preparing for college and
stuff, and I really do like that.” Soft-spoken in nature, Participant 1 continued with
evident enthusiasm on the topic of school culture that featured football and a marching
band. Participant 1 was impacted positively by more than just the academic setting,
sharing that there was a significant difference in overall culture of the school’s academicbased learning environment when complemented by spirited activities that replicated
those likely found on a college campus.
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There was even more to consider. Schools also have personality; they have heart.
In a follow-up interview, Participant 17 attested to understanding better about how the
school maintains a culture of compassion for its students, a culture that motivates
academic achievement in AP courses. After sharing a story about losing the family’s
apartment and all its contents to fire, with glistening eyes, Participant 17 concluded the
interview session with a very heartfelt takeaway on school culture:
During that time, the school was amazing. They helped me out. A bunch of
people donated. They set up a GoFundMe; they were super nice. Everybody was
helping out. It really opened my eyes. I was like, wow, people who never knew
us, they helped out. Help came from places we never thought it would. That
really pushed me even further to wanting to pursue the profession I’ve always
wanted to do . . . to be a physician.
Whether classroom or school environments, the data collected and analyzed supported
participants’ specific claims that trusting and caring teacher relationships, welcoming
classroom environments where teachers greet students upon their arrival, and a school
culture that promotes academic success and enthusiasm are critical to Latino students’
academic success in AP courses.
Continued data analysis revealed an external culture factor aligned to the SSF
Layer 3, family culture, referenced by 19 sources 135 times (see Table 16). This finding
addressed Research Subquestion 2, “What external culture factors do Latino students
perceive influenced their academic success?” It became apparent during interviews that
each major theme had some embedded reference to family culture. However, as a
standalone theme, participants concluded that earning their family’s respect and counting
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on their support factored heavily into the success equation, especially in homes where
Spanish was the primary language and parents had less formal education.
Table 16. Theme, Source, and Frequency—Felt Respected and Supported by Family
Theme, Source, and Frequency—Felt Respected and Supported by Family
Theme
Felt respected and supported by family

Sources

Frequency

19

135

By the time groups discussed family culture and dynamics, they had already
addressed negative stereotyping. As a result, many groups started with conversations
about barriers their parents faced as foundational and influential, not only on participants’
success and motivation but also on their parents’ levels of encouragement and esteem for
their children’s efforts and dedication. As an external culture factor, family dynamics
was discussed in detail. Starting with communication with school and teachers,
Participants 11 and Participant 18 expressed similar sentiments on their parents’ need to
contact teachers and administrators. Participant 11 stated, “My parents, they don’t
communicate with school. They said if I have bad grades or bad behaviors, which is
whatever, because they don’t want you to behave bad because they have consequences.”
Participant 18’s parents did not visit or call the school either. The perspective was
similar:
I am in high school, so I guess my parents put that responsibility [school
communication] on me. My dad specifically has this concept where if I’m not
doing okay in the class then I should take action and do something about it
myself, and they shouldn’t have to intervene.
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Participant 19 concurred and added, “Honestly, I really dislike talking about school in my
family. I think it’s not like they can’t do it, it’s more like that I impose that barrier.”
Participant 19 was not reliant on parent communication with school as a source of
support that influenced academic success.
Participants agreed that parents’ expectations of students’ advocating for
themselves was acceptable, did not denote a lack of interest, nor was impactful on their
success. Participant 6 was happy to share an experience with parent/school
communication: “Prior to my biological father leaving, he’d take time off work to show
up and talk to teachers.” Even though parent/teacher communication did not impact
participants’ academic success, they all agreed that information communication was
important. During Focus Group 7 discussions, Participants 14 and 6 expanded on the
topic with great concern. “Latino parents don’t really use it [social media] yet, or they
don’t know how to because it’s something different,” claimed Participant 14. “So, I do
think that some letters, since a lot of people still open letters and read them, and it’s a
popular means of getting information in certain places, I think.” Participant 6 disagreed
and offered an alternative method of communication:
I think it’s better for the school to relay information to parents through a phone
call that there is going to be a meeting at the school about a specific type of
advanced class. I think it’s better than just a form or an e-mail.
Varying opinions of how information should be dispersed ensued in each focus group, yet
the point remained clear that Latino AP students expected their schools to communicate
better with their parents with extra effort to ensure informational communication about
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AP education was dispersed regularly and translated documents and interpreters were
provided for Spanish speakers.
Participant 8 expressed a commonly shared concern among Focus Group 6
colleagues. Not surprisingly, even before completing the statement, participants were
nodding in agreement.
I think besides like what they [school] are doing, which is not much, I think
definitely reaching out more whether it would be through a phone call, through email, or through a letter home. I think they don’t put enough effort, I guess, to
reach out to parents who don’t speak English.
The topic of communication and parent support transitioned nicely into an individual
follow-up interview with Participant 13. While discussing the difficulty with lack of
communication and parents not understanding the dynamic around AP education,
Participant 5 felt greatly respected: “Even though my parents didn’t know what it was
about, they trusted me enough to know what I was doing. So, if I had to ask them to pay
for something like that [AP exams], they would agree.” During the Focus Group 7
interview session, Participant 14 expressed gratitude for the level of support and
confidence experienced from family:
In my family, everybody is very supportive of the people that are trying to learn,
like education. My mom and my grandma, they were deprived of that type of gift
from where they came from, which was Mexico, and so they didn’t really get to
expand on their education. They were always, échale ganas, or like, give it your
all. So, I guess things that I take for granted right now . . . I never thought of this,
until right now. Yeah, it’s really supportive.
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Participants attested overwhelmingly to the benefit of earning their family’s respect and
support as significant to their academic success in AP classes and spoke on the topic with
pride. They acknowledged how families challenged themselves to maintain important
cultural values, while remaining cognizant of their college-bound students’ needs, even
though that negotiation often produced unnecessary anxiety and stress. Participants
claimed a high level of awareness of the sacrifices their families made to accommodate
their academic needs, sometimes resulting in the unintended pressure of being under a
microscope as the first generation, college-bound student in the family.
When given an opportunity to reflect on how their families responded to their
academic needs, several participants became pensive. Especially for those who lived
with only one parent, the question requiring an examination of family dynamics and
impact on academic success was difficult. Participant 2 reflected with sadness on the
level of support from each parent during time spent with them individually:
I rarely spend time at her [mom] house anymore because I don’t have any time.
She doesn’t like that, but I have to tell her, “Mom, I can’t do this. It’s too much.”
They know it’s hard. Sometimes I feel like it hurts them. It makes me feel bad,
but I know that this is something I have to do, and they know I have to do it, too.
Even though the dynamics varied from family to family, the sentiment was the same. For
most participants the volume of homework, coupled with the hours of reading and
studying, was overwhelming. Participants understood and acknowledged the impact on
parents and siblings, some of whom would stay up late just to allow the participant a
bedroom alone in which to study.
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Participant 11 shared the family’s struggle to break away from their oppressive
work schedule that provided the family with enough funds for all the bills and extra
resources for the children’s education. To spend time together on the weekends,
Participant 11 recalled, “I have to take my work with me. I take it everywhere I go, so I
can finish. When I finish, then I can spend time with them.” However, Participant 11’s
tone changed recalling how being put in a position to choose school work over household
responsibilities caused disruption even though ultimately ending in parental support:
I get really mad because I’m all stressed with all these homework assignments.
Then my parents, sometimes they tell me to do chores. Then I have schoolwork
piling up. I have chores I have to get done. I have to take care of my brother.
Everything just piles up. Then at times, my mom reminds my dad that he has to
lay off with the chores.
After sharing that story, a flurry of comments describing roles in traditional Latino
households began, where female members were expected to cook, clean, and take care of
children. Focus Group 5 chatted eagerly about their goals to change that dynamic to one
more Americanized, more contemporary.
Especially while addressing Research Subquestion 2, most participants shared that
they had never thought about their family’s dynamic and were glad to have the
opportunity and time to reflect. Participant 6 was particularly melancholy, remembering
a time when the family was together, and parent interactions were more plentiful:
My father doesn’t live with me anymore. He lives in Mexico. It’s strange
because he’s ignorant about the things that I’m learning. He has no clue what any
of . . . he doesn’t know the details of what I do, but he is still incredibly
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supportive of me because he knows how much work I put into what I’m doing,
and so is my grandmother, for that case. But immediately at home, I don’t get
that.
An uncomfortable silence followed as members of the focus group took on a more
serious demeanor. The researcher noted the same seriousness during Focus Group 5’s
session when the topic of family support arose.
Participant 5 was the first to discuss time allocations as a family culture issues,
describing the weekend family time tradition in Latin households and how balancing time
for two parents in different homes and studies had been challenging: “My father gets
upset when I’m like, ‘I have to do homework while I’m here,’ and he’s like, ‘No, you
should be spending family time because you don’t get to see me. You don’t get to see
your grandfather.’” Participant 5 shrugged her shoulders and looked toward her
colleagues for their reactions, but when it remained quiet, the story continued with
Participant 5 sharing her grandfather’s suggestion of seeking a good factory job and a
retort with a respectful attempt to explain the need for a college education.
Either in focus groups or individual interview sessions, every participant shared
challenges of maintaining high grades, completing hours of homework, helping with
meals and sibling childcare, and attending weekend family gatherings. With few
exceptions, participants were proud of their parents’ work ethics and appreciated greatly
the sacrifices they made to give their children a safe home in which to study, with a better
future in mind. Participant 10, a junior, who understood the importance of junior year
grades for remaining competitive, added a heartfelt comment that supported that notion:
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My mom, she understands. She understands that my tests can make or break my
grade, and she understands that my grades are really, really important this year.
So, she’s been a little bit more lenient with me not going to these types of family
events because she wants me to excel in what I’m doing. She knows that when I
decide not to go to see my uncles and grandpa, it’s serious because I hate missing
family events.
Toward the end of the Focus Group 5 session, Participant 13 shared eagerly an optimistic
family dynamic concerning education:
During the weekend, there’s a lot of family time, especially on Sundays, because
after we go to church, we go eat with the family somewhere, at a restaurant or
something. Time allocation for homework, my dad usually places homework in
front of anything else, though.
The discussion about how participants honor time with family as a cultural expectation,
while maintaining an aggressive study and homework schedule, concluded similarly
amongst participants.
Toward the session’s conclusion, Participant 7 recalled parent comments that
reflected the respect with which they viewed the impending AP journey:
“We love you, and we’re proud of you. We’re going to try our best to help you
through it, but there’s not really much of the material that we’re most likely going
to know.” They seemed really sorry about that.
During the focus group sessions that day, all but one participant reflected on the
sacrifices families made to accommodate their students’ schedules and the respect shown
them for their decisions to maintain rigorous academics.
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Participant 18 concluded with emotion, quoting a recent parent discussion:
“Hey, you know we don’t have enough; we don’t have a business; we don’t have
money and all that. What we are going to leave you is your education. So, we are
going to help you; we are going to guide you because we want you to have a good
education and have a career and not live that, well, just have the American
dream.”
Interestingly, the American Dream of a better life was a common discussion among
participants and the focus for the next emergent theme.
Data analysis revealed a third external culture factor contained within the SSF
Layer 2, school culture, mentioned by 16 sources with a frequency of 113 (see Table 17).
This finding addressed Research Subquestion 2, “What external culture factors do Latino
students perceive influenced their academic success?” Several participants referenced the
ongoing dilemma of best instructional practices that they believe teachers and
administrators misunderstood. They reached agreement that just asking students,
themselves, how they learn best might prompt unexpected responses.
Table 17. Theme, Source, and Frequency—Experienced Varied Styles of Instruction
Theme, Source, and Frequency—Experienced Varied Styles of Instruction
Theme
Experienced varied styles of instruction

Sources

Frequency

16

113

When asked, participants were blunt about their instructional needs and styles of
learning. In a generation of technological reliance, Participant 20’s response was not
surprising, confirmed by heads nodding in agreement throughout the group:
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Mostly, I need to talk to my teachers, a lot. But above all, online resources have
really helped me out, like Khan Academy for example. When I see it worked out
in front of me, and I’m doing it for myself at the same time, things really start to
click. I think for me that’s the fastest way I can get to my capacity of knowledge.
Even with technology playing an important role in participants’ perceptions of their
academic success, Participant 20 continued reflecting on the style of instruction most
effective in AP courses and, with a noted shift into what the researcher perceived as
frustration, Participant 20 commented,
I feel like some teachers are lazy and just sometimes you can really feel that in the
classroom when people are not getting enough, and it’s just like, what are we
doing? I wanna learn. I wanna be able to be successful for college. I learn by
doing things and discussing things. That’s probably how I learn the most.
Participant 20’s comments evoked varied responses as Focus Group 3 participants
chimed in with nods, expletives, and insights.
However, Participant 1 offered a contrary viewpoint: “In AP psychology class,
the culture in there is totally different. We always discuss things instead of, okay, look,
this is what the book says.” Participant 1 continued explaining that certain classes, where
teachers tell students how book-talk applies to their future instead of discussing its
relevance, are irrelevant: “Those classes I can’t do well in. I really try though, but I
really do like the classes that are like, ‘Okay, let’s go a step further and see how this will
apply later on in your future.’” With common, general participant feedback on the topic,
the researcher listened to participants’ interjections for cues on what constituted effective
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instructional styles. Participant 10 added a similar perspective on pedagogies that aligned
with active learning:
I’m a very visual learner, hands-on learner, as well. So, for me, if I’m just sitting
there being lectured at, nothing’s going to stick. If the teacher’s like, “Oh, you
guys don’t have to take notes; we’re just gonna talk today, we’re just gonna do
whatever,” that doesn’t work. If I’m just gonna be lectured at, I have to at least
take a few notes . . . otherwise, I won’t remember anything.
Discussions cycled back to the value of technology in the classroom and its integration as
a style of instruction that participants viewed as influential to their academic success.
Several references were made to appropriate uses of web applications like Khan
Academy, Google Classroom, YouTube, Actively Learning, Shmoop, and presentation
applications like PowerPoint. Consistently, participants referenced PowerPoint
negatively. Participant 2 gave initial input, sharing a response to PowerPoint as a
learning tool: “They [teachers] cannot just put PowerPoints with notes on it. It doesn’t
work. Students will not absorb the information.”
Although not a criterion for speaking, there was a flurry of hands waving in the
air. Participant 4 and Participant 2 commented explicitly on the use of PowerPoint
presentations instead of class discussion. When asked what they would say if given the
opportunity to advise AP teachers on best instructional practices that influenced success
for Latino students, Participant 4 was clear: “I’d tell them not to do so many
PowerPoints. I’d tell them to keep up the drive in their subject, to show that they have
interest in what they’re teaching, and to make more of an effort.” While Participant 4
continued discussing teacher enthusiasm as integral to a student-friendly style of
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instruction, Participant 2 beamed, eagerly waiting to introduce a particular teacher’s style
that appealed to her as a motivational success factor:
I’ve never had a teacher like him. Very chill, very open, very loose but a very
good instructor, I think, because he’s not a typical teacher. He won’t put
PowerPoints up on the board for you to copy or make you read Chapters 1
through 3 and take notes. It’s always a new interactive experience. It’s always
something different.
The technology discussion waned when participants unanimously agreed that although
styles of instruction were fundamental to their learning and technology was a key
component of today’s instructional practices, they would advise teachers of one universal
request. Participant 7 spoke aptly for the group:
Even though I respond really well to the note taking and reading, for me, my style
of learning is, I really like the Mr. P’s format, where, yeah, he does have
PowerPoints. I mean it’s in between the PowerPoints, he’s cracking jokes and
making puns, and all sort of funky stuff.
The group burst into laughter as they each attested to experiencing similar successful
styles and agreed that teacher enthusiasm and humor was an essential element of their
academic motivation and success in AP courses. The researcher recognized participants’
need for some comic relief and let the anecdotal stories about Mr. P’s class continue for
several minutes with the recorder off. Noting to participants a return to recording the
group’s discussions, the tenor changed rather abruptly.
Participants were asked what advice they might share with AP teachers on
instructional methods that address Latino students’ learning needs. Participant 18, often
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analytical and friendly, experienced an attitude change to one of irritation, as a
controversial 3-minute lecture began that pointed out perceptive flaws with the intent of
the question and its implications: “It’s the little things like that were meant to help, that
kind of made you feel like it was a pound in the gut, cause it was like, you’re different
from these students, so you need the extra attention.” The researcher observed other
participants in the focus group. Even though they appeared supportive while maintaining
eye contact with Participant 18, when their eyes shifted to the researcher, they looked
down in discomfort. Participant 18 was not finished and continued, speaking over the
others:
It’s just offering the hand when we need it. If you’re not doing well in the class,
for a teacher to reach out . . . and not so much, being like, “Oh, I know your
parents work late.” It makes them feel a little bit like, you’re this type of student,
versus that type of student, who needs a different kind of help.
The group concluded, in support of Participant 18, who courageously shared that in many
instances singling out Latino students for special help was not beneficial in a multiethnic
AP classroom environment, that Caucasian students sitting right beside Latino students
are not receiving the same “special attention.” Participant 18 concluded with a
contemplative query: “Think about it; you know you’ve got a White person sitting next to
you. Why aren’t you asking her either, ’cause it’s [pause], how different could we
actually be?” The room was still and participants silent. The researcher announced a
break, turned off the recorder, and provided participants with snack and water
replenishments.

178

Later in the day, when the next focus group began a similar line of inquiry, the
tenor of the discussion was considerably different. In consideration of what instructional
strategy advice they would give their AP teachers, Participant 2, a previous English
language learner, shared a need for English language support:
I didn’t really have that strong background with grammar or like specific terms,
adjectives, nouns. Like I had the idea, but I wasn’t as strong as everybody else. It
kind of created a sort of barrier in my AP English class for me, that I had to teach
myself, sort of.
In further discussion, participants joined the sentiment. Referencing why teachers should
give special consideration to Latino English language learners, Participant 12 crafted a
thoughtful response: “They’re [English language learners are] piecing things together,
trying to see what the teacher is saying. I would say that puts you at like a level above
other people in the sense that you're learning more than they are in that sense.” That
interesting view on self-imposed dual language learning, especially from the participant’s
language immersion perspective, left Participant 5 pondering on the topic.
After a minute of quiet reflection, the advice to AP teachers for continued
attention to language instruction became apparent. Participant 5 sighed and shared prior
language training and recommendations for instructional assistance for previously
designated language learners:
I felt it was only a little impactful, and I just remember learning like simple
grammar, like sentence structure and stuff like that. I feel like as you get older, as
you take English, you need to learn a little bit more and more grammar. I feel like
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that all helps you understand like the language, and just how English is kind of
weird and stuff like that.
At the end of the interview session, it was evident that there was an instructional need
divide among Latino students—those who had advanced language skills and those who
had reached only a proficient level required for redesignation from ELD support. The
discussion of English language mastery as a success factor in AP education dovetailed
into the next theme.
Research Subquestion 3. Research Subquestion 3 asked, “How do both internal
and external culture factors influence Latino students’ academic success in AP courses?”
Analysis of the data collected resulted in the emergence of a second factor contained
within SSF Layer 2, school culture, that combined features of internal and external
cultures. The second of those themes reflected data with a frequency of 140 from 16
sources (see Table 18). Robust discussions were common among focus group
participants when they shared various protocols and self-subscribed systems devised to
manage the heavy workload characteristic of AP courses.
Table 18. Theme, Source, and Frequency—Utilized Strategies for Improving and Accelerating
Learning in AP Courses
Theme, Source, and Frequency—Utilized Strategies for Improving and Accelerating Learning in
AP Courses
Theme

Sources

Frequency

Utilized strategies for improving and accelerating learning in AP
courses

16

140

With a majority of the participants registered in their school’s Free and Reduced
Lunch Plans, a federal government program that benefits families with low economic
status, after-school responsibilities for sibling childcare was high, even commonplace.
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Participants, whose time was impacted accordingly, found it most beneficial to be tightly
scheduled to ensure their schoolwork was prepared at the highest level possible.
Participants each shared at least one strategy they used to improve and accelerate
learning in AP courses. Although varied, there were several in common that participants
identified as supportive and influential. Participant 6 tried ways of simplifying tasks to
avoid becoming overwhelmed by their complexity:
I would always be thinking of the whole thing as how it’s supposed to look. . . .
And then I’d get myself even more overwhelmed by that. However, when I just
go back and reflect, I’m like, okay, take a little bit of time, one step at a time.
That just always keeps me going forward instead of getting stumped.
Even if that strategy did not produce the expected result in the time allotted, Participant 6
acknowledged a continued attempt to break down the assignment further, especially if
trying something different might produce a satisfactory result for what seemed a daunting
task.
In a follow-up session, Participant 17 agreed that a step-by-step approach worked
best, especially coupled with a structured time management plan. Several participants
referenced a systematic approach to conquering the “mountains” of work with which
students were challenged, especially when taking multiple AP courses. Participant 5
added another consideration to organizational planning used for managing assignment
overload: “Probably I’ll manage my time better this semester, and probably not hang out
as much during the week, and just leave that ’til weekends.” Participant 16 added words
of advice: “You have to keep up with a routine, but first . . . break down limitations that
you set for yourself. Once you break down that limit, start by acting on it and try to . . .
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find a way to make it happen.” Of great interest was Participant 18’s comments
addressing how to study for routine exams in a timely manner:
Don’t overstudy. When it comes to taking tests and stuff, you really psych
yourself out with all this information. You’re like, “I need to know all of this.”
You don’t really need to know all of it. Most teachers will give you a study
guide. Know what’s on the study guide—nothing more and nothing less.
Overstudying included trying to memorize everything from readings, notes, and text,
which several participants agreed was not only counterproductive but also very confusing
and time consuming. Simply rereading notes and organizing them provided most
students with a second and third look at them to gain a more natural familiarity.
Even though utilizing strategies that advanced learning and supported academic
success reassured participants, practicing specific habits that included reading and note
taking was deemed essential by all. Participant 4 summed it up with confidence: “If you
get into the habit of doing your reading, then it will be the foundation for your future.”
That comment evoked low-level chatter among Focus Group 4 participants. They, too,
acknowledged the importance of reading daily and never getting behind.
Recognizing the need for a systematic approach to accelerate and improve
learning in AP courses and routinely practicing those strategies was advised 36 times by
13 of the 20 participants. Participant 20 summarized peer comments in one brief
statement: “My main priority is to do it [improve previous assignments] carefully, stepby-step, and not try to cram it all, which from what I’ve seen is my main problem.”
Participant 13 spoke of the aftermath of attempting assignments and exams with a
strategy used to ensure improvement: “I do a lot of reevaluation. Or I see my mistakes; I
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go over them, and I go back into the book or into other resources, or I ask the teacher for
clarification and reinforce other things I knew.” During follow-up sessions, most
participants addressed specific strategies, organizational tools, prioritization plans, and
teachers as resources.
When each focus groups met, and students discussed improving their learning and
grades together, they concurred that “the teachers got our back” and then shifted the
conversation to collaboration. Participant 12 made nine references during the Focus
Group 5 interview session that described how student-to-student support strategies
benefitted Latino students in AP courses, especially in the cohort-style environments:
Your friends are like a huge thing if you get stuck. If you get stuck, you’re never
really alone. When I know something, and someone else is struggling, I say,
okay, I’m going to help that person. Because if I was struggling, I would want
somebody to come up to me and be, like, “Yo, this is how you do this problem.”
Even with a commendable strategy of mutual peer support, after asking friends,
Participant 3 explained another angle to the process if peer support did not result in a
clear understanding of the material: “If my friends and I don’t know, we go together to
our teacher, because like study groups are like the best thing that you can do, yeah.”
It was clear that participants were determined to refine their learning
improvement strategies and were willing to “get their hands dirty” in the effort, a
commonly referenced phrase. When asked, focus group participants regarded success in
an AP course as earning an A and passing the AP exam. With that in mind, a lengthy
discussion ensued on accomplishing that goal. Participant 16 concluded with both an
opinion on the most effective way of approaching success and insight on failed plans:
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Ask the teacher for help, ask students, go to online sources, yeah, that’s what I do.
If I do not meet that requirement, it’s because sometimes I don’t put that extra 5%
or 1% that I could and I should do.
Participant 16 lingered after the interview concluded. Looking at the researcher
somewhat sheepishly and admitting that the “lazy factor” was ever present, Participant 16
promised to muster up additional energy and time for focused learning in AP courses in
the future.
Summary
This study revealed the results of responses from semistructured interviews in a
qualitative, critical case study on 20 participants. The research questions were designed
to describe the experiences of Latino high school students and how they attributed
various culture factors to their academic success in AP courses.
Based on the triangulation of data collected by the researcher from 20 participants
in nine focus group interviews, 20 participants in follow-up interviews and stories, and
multiple data reports from High Schools A and B, the MCOE, and the CDE, perceptions
of successful Latino AP students’ lived experiences resulted in nine significant themes.
The SSF used presented an organizational model for layering themes into three
categories—internal personal culture, external school culture, and external family
culture—sometimes showing an interreliance among themes. Students guided the
researcher through the context of culture factors as supportive, motivational, economical,
and pedagogical tools to which they attested as influential.
An overwhelming majority of the participants cited the top three themes as most
influential factors impacting their academic success in AP courses. Based on the
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experiential knowledge of 18 participants, they perceived that experiencing support from
teachers, peers, and school was the primary factor for their success with a frequency of
197. Second, 18 participants stated 188 times that their motivation to reach goals of a
financially stable future resulted in their remaining focused and diligent, ultimately
succeeding in AP courses. Even so, after examining data from all sources, the researcher
learned that 19 participants stated 180 times with confidence that their own mindset of
receptivity to learning and growth was the controlling factor of their academic success in
advanced coursework.
Students’ experiences and perceptions provided the researcher with insights from
which to engage policymakers, practitioners, and researchers in meaningful dialogue and
relevant student feedback to address and act on the crisis in Latino education in America.
The nine significant themes resulted from lively dialogue among participants on topics of
mindset, perseverance, learning styles, support systems, and financial stability. After 31
hours of interviews and conversations with the researcher and each other, participants
recognized how their experiences would lead interested stakeholders to a better
understanding of the importance of research that references Latino students’ experiential
knowledge of success in AP education.
On several occasions, participants expressed verbally and by e-mail messages
their gratitude for being included in a study that gave them voice and could result in the
expansion and implementation of services and policies that encourage and support
academic rigor among a demographic endeavoring to make their way successfully in
American society.
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To get a job here [United States], and then besides that raise a family, and then
buy a house, it’s just been a really big struggle. That drives me to do what I want
. . . getting a higher education . . . and not only for myself, but for them [parents].
(Participant 18)
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Overview
The growing Latino population of school-aged children is challenging the U.S.
education system to live up to its promise of educating all students equally in preparation
for college and university matriculation and completion. Although over the past decade,
advances in both high school and college completion rates have been promising, Latinos
continue to rank as the lowest college- and university-enrolled demographic group
(Krogstad, 2016). The American educational system must fulfill its commitments to
ensure a deliberate, strategic approach to quality educational opportunities for all Latino
students (National Conference of State Legislatures, 2016). The Latino student
population requires attention and support to a greater extent than is currently provided. A
closer examination of the internal and external culture factors that are indicators of
academic success in Advanced Placement (AP) courses is essential (Lowe, 2016).
Toward that end, considering Latino students’ experiential knowledge will provide
policymakers, practitioners, and researchers with an authentic understanding of what
additional strategies would benefit Latinos in reaching their potential in AP courses in
preparation for college and university studies (Muhammad, 2015; Noguera & Wing,
2006).
Chapter I introduced the study and background of the research. Chapter II
provided a comprehensive review of the literature centered on school culture and
personal traits of growth mindset, perseverance, and self-image. Additionally, Chapter II
contained an overview of the breadth and depth of the literature regarding student
motivation in a comprehensive high school setting and the absence of such a study in the
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context of large-scale culture change. In Chapter III, the researcher described the
methodology employed to conduct the research study. In addition, Chapter III contained
the purpose statement, research questions, the research design, population, sample,
instrumentation, data collection, and data analysis. Chapter IV identified and described
the findings from the study from an analysis of data obtained through focus group and
follow-up interviews reflecting the lived experiences of 20 Latino AP students from two
Monterey County high schools.
In Chapter V, the researcher identifies and describes the findings, conclusions,
and implications for action derived from this critical case study by examining data
collected from two public high schools located in Monterey County, California, with
critical masses of Latino students and robust AP Programs. The schools are further
identified as having majority Latino populations.
Purpose Statement and Research Questions
The purpose of this qualitative, critical case study was to identify and describe
culture factors Latino students perceive influenced academic success in Advanced
Placement (AP) courses. A secondary purpose of this study was to learn how culture
factors influenced Latino students’ academic success. The following research questions
were employed to achieve the goals of this study:
Central Research Question
1. What are the culture factors Latino students perceive as influential to academic
success in AP courses?
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Research Subquestions
1. What internal culture factors do Latino students perceive influenced their academic
success?
2. What external culture factors do Latino students perceive influenced their academic
success?
3. How do both internal and external culture factors influence Latino students’ academic
success in AP courses?
Research Methods and Data Collection Procedures
A qualitative, critical case study method was chosen to examine the academic
experiences of 20 Latino students who completed an AP course with a C or better and its
corresponding AP exam with a score of 3 or better in two Monterey County high schools
identified by their majority Latino population and robust AP Programs. Data were
collected through focus group and individual follow-up interviews, as well as artifact
examination that ensured a qualified target population and sample. Using this approach
allowed the researcher to identify and describe internal and external culture factors from
discussions that reflected the experiential knowledge of Latino students. Responses to
the interview questions sought to answer the study’s research questions that guided the
researcher’s understanding of the students’ lived experience of this phenomenon.
Population
A population is defined as a group of individuals who conform to a specific
criterion, chosen from the general population for which a study’s data are used to make
inferences (McMillan & Schumacher 2010). This study’s findings emanated from Latino
students’ experiential knowledge and their perceptions of culture factors that influenced
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their academic success in AP courses. The researcher sought detailed data from the
California Department of Education (CDE) and the Monterey County Office of
Education (MCOE) to support the population choice. Based on a 2016 CDE data report,
MCOE reported 76.7% (15,739) of its Grade 9-12 students were of Hispanic/Latino
descent. Of those students, 22.5% participated in their high schools’ AP Program,
totaling 3,539 students, which determined the population for this study.
Target Population
Creswell (2013) defined a target population as “the actual list of sampling units
from which the sample is selected” (p. 393). The researcher chose a target population
with common characteristics to the larger population (Creswell, 2013). Students were
considered as participants if they met the following criteria: (a) participated in their
schools’ AP Program in Monterey County, California; (b) completed and passed an AP
course(s) with a C or better; (c) scored a passing grade on the corresponding standardized
AP exam of 3 or better; and (d) were in their sophomore, junior, or senior years of high
school at the time of the study.
Monterey County consists of 11 unified and high school districts serving 15
comprehensive public high schools, each with unique demographic characteristics. After
reviewing high schools’ demographic data, the researcher selected two high schools in
Monterey County where there existed a critical mass of Latino students. Among them, in
2017, 105 students attending one of the two high schools completed an AP course with a
C or better and earned a score of 3 or better on the corresponding AP exam.
Additionally, both high schools maintain robust AP Programs.
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Sample
McMillan and Schumacher (2010) defined a sample as “the group of subjects
from whom data are collected, often representative of a particular population” (p. 490).
The population for this study comprised Latino students in Monterey County public high
schools who had taken at least one AP course. Given limited resources, it was not
possible to study all 11 Monterey County high schools, so the study’s sample was drawn
from two high schools where a critical mass of Latino students existed. The target
population focused on current Latino students at High School A and High School B who
met the population’s basic criteria as follows: (a) passed the AP course with a C or better
and (b) earned a score of 3 or better on the corresponding AP exam. Based on a qualified
target population, 20 students were selected randomly as the sample for this study.
Participation included focus group interviews and one follow-up interview with each
participant individually.
Major Findings
The study’s participants, Latino students from two Monterey County high
schools, shared their lived experiences and personal stories of success in AP courses and
the internal and external factors they perceived influenced their success. Based on their
responses to interview questions and shared personal stories, 20 participants, interviewed
first in focus groups and then in individual interview sessions, revealed nine major
findings that the researcher arranged by research subquestions and then organized in three
layers of the study’s student success framework (SSF) design:
• Layer 1: internal factor—personal culture
• Layer 2: external factor—school culture
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• Layer 3: external factor—family culture
Research Subquestion 1
What internal culture factors do Latino students perceive influenced their
academic success?
Major Finding 1: Latino students succeeded in AP courses when they
developed a mindset of receptivity and growth. Based on the responses from 20
participants in nine focus group interviews and 20 individual follow-up interviews, 19 of
20 (95%) respondents referenced 180 times that academic success in AP courses resulted
from having developed a mindset of receptivity and growth, a personal culture factor
aligned to SSF Layer 1. Participants spoke less of a positive self-image and more of selfefficacy. The majority believed that when given an encouraging environment, where
teachers and parents recognized and acknowledged participants’ hard work and effort
instead of labeling them as “smart,” “so smart,” or “quick to finish,” their mindsets
improved along with their feeling of well-being and confidence, which they attributed to
increased academic success. An expert in the field of mindset, Dr. Carol Dweck (2016b)
purported that judging students who have failed instead of engaging them to process their
errors and correct them reduces the brain activity required to grow and become resilient.
Overall, 19 of 20 respondents (95%) believed they could grow their intellectual capacity
and knowledge in schools, where teachers recognized their receptivity, believed in them,
and supported a growth mindset. Three participants viewed the topic of mindset and
growing their abilities and capacity to learn scientifically, at first declining to answer for
lack of information on the topic. However, later in the focus group interviews and during
follow-up sessions, two abstainers, having witnessed their peers processing their answers,
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were more forthcoming about their feelings on the topic, and agreed that after much
consideration, they believed they could grow their “mental capacity” and “intellectual
stamina.”
Major Finding 2: Latino students succeeded in AP courses when they
mastered perseverance and determination skills. Based on the responses during focus
group and individual follow-up interview sessions, 19 of 20 participants (95%)
referenced 158 times another internal culture factor aligned to SSF Layer 1 they
perceived influenced their academic success in AP courses was having mastered
perseverance and determinations skills. At some time during either focus group
interviews or individual follow-up interviews, every participant referenced a struggle to
maintaining self-discipline, using terms and phrases like “effort,” “trying hard,” “never
giving up,” “never settling,” and “proving myself” as motivations and self-guidance
systems. This finding is similar to Bandura’s (2012) in his study on adult mentors and
persistence. Bandura’s study concluded that given the opportunity to experience
mentorships with adults, who set aggressive goals and then took calculated risks to
achieve them, students developed the determination to reach their goals and tried more
difficult task with less fear of failure. Maintaining focus, as critical to their efforts, was
mentioned 57 times by 19 of 20 participants (95%). Participants were also particular to
differentiate between their perseverance and determination skills as influential and the
external pressures that motivated them to succeed, identified in other findings.
Nonetheless, it became apparent when discussing failure, negative stereotyping, and
financial struggles as motivators that participants had used their determination and
perseverance skills as coping mechanisms to withstand pressure and anxiety it created.
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After sharing that perspective, all 20 respondents (100%) concurred that perseverance
and determination skills were essential for Latino AP students to navigate both the
rigorous academic requirements and the social and political aspects of their lives.
Research Subquestions 1, 2, and 3
What internal culture factors do Latino students perceive influenced their
academic success? What external culture factors do Latino students perceive influenced
their academic success? How do both internal and external culture factors influence
Latino students’ academic success in AP courses?
Major Finding 3: Latino students succeeded in AP courses when they
experienced varied styles of instruction in a welcoming, success-oriented, and
emotionally safe learning environment, free of negative stereotyping. This finding
was presented with a unique combination of responses to all three research subquestions
and SSF Layers 1 and 2, personal and school cultures, that easily stood on their own as
significant throughout the coding process. However, as findings with impending actions,
they were aptly addressed as interrelated in harmony with the study’s SSF layers, each
housing success factors that overlapped as interdependent.
As a result of several participants believing that two themes among the nine were
interdependent and together influenced their academic success, the researcher combined
varied styles of instruction with a welcoming, success-oriented, and emotionally safe
learning environment and the fear of negative stereotyping as interrelated based on
participants comments. The researcher considered participants remarks regarding the
negative stereotypical Latino underperformance expectations, language deficits, and
limited intellectual capacity that rendered them in need of what 12 participants called
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“unwanted special attention.” As a result, the researcher determined it prudent to address
negative stereotyping along with welcoming and emotionally safe learning environments
as factors influencing Latino students’ success in AP courses. Those same 12
participants admitted that they had learned to cope with “an irritating situation.” Even
though 16 of 20 participants (80%) suggested varied styles of instruction as impactful to
their success, the remaining 20% felt genuinely offended by teachers’ suggestions that
there were learning needs in AP courses specific to Latino students as a group, different
than the learning needs of their Caucasian AP peers. Those participants discussed the
theme both independently of other themes and as a subset that included emotionally safe
learning environments from the perspective of the stereotypical characterizations that
offended them. The researcher determined that combining the three themes into one
major finding strengthened its impact and honored the participants’ shared experiential
knowledge on which the study as designed.
Welcoming, success-oriented, and emotionally safe learning environment.
Based on the responses of participants in focus group and individual follow-up
interviews, 15 of 20 participants (75%) referenced 135 times that they perceived a school
culture as a factor that influenced their academic success in AP courses. Participants
referenced experiencing a welcoming, success-oriented, and emotionally safe learning
environment as an external factor that applied to their success. Participants revealed a
variety of characteristics of learning environments in which they thrived and were
successful. Ten of 20 participants (50%) were particularly happy with their AP math
classroom environment, one in which the teacher greeted them at the door, welcomed
them to class, and seemed to have a genuine interest in their well-being.
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Varied styles of instruction. According to 80% of participants, using various
styles of instruction was characteristic of a caring learning environment. Based on the
responses of participants in both the focus group and individual follow-up interviews, 16
of 20 participants (80%) referenced 113 times that an external school culture factor they
perceived influenced their academic success in AP courses was when teachers “mixed it
up and kept it interesting.” Although participants shared their particular learning styles
and debated whether a simple hands-on or visual approach was more effective, in each
focus group, the mention of PowerPoint presentations evoked smirks, chuckles, and often
laughter. By way of explanation, 16 of 20 participants (80%) confirmed that showing
PowerPoint presentations and assigning notetaking from the information displayed was
boring and lacked relevancy yet was common in AP classes.
In one comment, a participant described a feeling of relief when learning that this
year’s English AP teacher did not subscribe to PowerPoint presentations as a learning
tool. However, all students agreed that if used appropriately in conjunction with
frequent, in-depth discussions, and activities, PowerPoint presentations could be useful
and more effective. All participants stated a preference for lab classes, which included
not only a tactile approach to learning but also meaningful discussions on the relevance
of findings to everyday life. Further, they agreed that community classroom experiences
were even more effective in providing relevant, exciting, and memorable lessons.
Although most participants concurred that they were most successful when experiencing
styles of learning that incorporated group discussions and hands-on activities that
included practical applications, all participants were specific that an essential element of
daily instruction was teacher humor and enthusiasm.
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Admittedly lost on participants, who remained adamant that offering “special
services” to Latino AP students was insulting, was the most sophisticated discussions for
policymakers and practitioners to debate. Students were seemingly unaware of the
impact of Latino cultural characteristics inherent in their “communication styles, thinking
styles, value systems, socialization processes, relational patterns, and performance styles”
(Gay, 1994, p. 2) not addressed under the “good teaching is good teaching” mantra.
Unknowingly, several of those topics were referenced in discussions on family roles,
values, and communication that participants referenced when reflecting on Latino family
culture.
Negative stereotyping. Based on the interview responses, 15 of 20 participants
(75%) referenced 108 times that fear of being labeled with characteristics from negative
stereotypes and disappointing teachers, families, and themselves were significant internal
culture factors they perceived influenced their academic success in AP courses. Most of
the discussions about stereotyping referenced descriptors such as “lazy,” “dumb,” and
“less capable than White kids.” These discussions took place during focus group
interviews when informed participant-generated conversations migrated to institutional
racism, followed by several descriptions of what participants called the “fewer services
syndrome” they believed impacted their non-AP Latino friends. The fear factor was not
discussed until the individual follow-up interviews when 16 of 20 participants (80%)
admitted to persistent motivational forces driving their success, precisely to avoid
becoming the stereotypical Latino student they believed their Caucasian peers and
teachers expected. Ten students revealed that fear of disappointing their teachers and
especially their parents weighed on their minds. For several families, sacrifices in some
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cases meant working both day and night and in other instances meant arriving in the
United States illegally to give their children a chance for a better life out of extreme
poverty. Even so, 18 of 20 participants (90%) shared that they, themselves, were their
worst critics and shared that disappointing themselves was the harshest disappointment of
all.
Research Subquestions 1 and 3
What internal culture factors do Latino students perceive influenced their
academic success? How do both internal and external culture factors influence Latino
students’ academic success in AP courses?
Major Finding 4: Latino students succeeded in AP courses when the prospect
of financial security motivated them. Based on the responses of participants, 18 of 20
participants (90%) referenced 188 times, the most significant external family culture
factor they perceived influenced their academic success in AP courses was motivation
from the prospect of a financially stable future. Seventy-five percent of participants were
further motivated by their parents’ journeys to America and their financial struggles,
work ethic, and devotion to providing their families with a better life than theirs thus
cross-referencing SSF Layer 1, personal culture, with SSF Layer 3, family culture.
Participants were divided by those whose parents had earned college degrees and those
whose parents had experienced less formal education. Among them, they differentiated
responses between motivation for family financial security and motivation for individual
financial security. Only two participants, who lived with at least one college-educated
parent, noted family financial security as a motivator based on parents’ compelling
stories of reaching their academic goals against the odds.
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Also, 20 of 20 participants (100%), cited future earning power as a motivator for
attending college. In addition, 20 of 20 participants (100%) also addressed success in AP
courses as a necessary vehicle for acceptance into competitive colleges and universities
as well as a financial benefit by lowering the number of paid university credits required
and qualifying for various scholarships. Several participants deviated from the
conversation to calculate how many college credits they had earned potentially to offset
the cost of their future education.
Financial distress was noted with concern for 75% of participants designated as
socioeconomically disadvantaged. This phenomenon is not unusual throughout Monterey
County’s Latino population (College Board, 2017). Although education was cited as a
key factor among Latinos in their 2016 voting decisions, Krogstad (2016) learned in his
study on Latino students that it was economic factors that remain an obstacle to college
enrollment. Krogstad further reported that for 66% of Hispanics who either entered the
military or the workplace directly after high school graduation, the primary reason for not
matriculating was the need to support their families, compared to 39% of Caucasians who
noted the same or similar reason.
Research Subquestion 2
What external culture factors do Latino students perceive influenced their
academic success?
Major Finding 5: Latino students succeeded in AP courses when they were
members of themed academies. Classroom culture and its influence on Latino students’
success in AP courses resulted in the second pairing of external culture themes organized
under SSF Layer 2, school culture. Once again, a majority of participants debated the
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wisdom of separating the learning environment theme from supports. Ten participants
(50%) believed the two were inextricably linked, while five of 20 (25%) thought they
should stand on their own. Five participants did not have an opinion on the matter.
However, when the topic of academy life reemerged as an important descriptor of a
healthy and supportive learning environment, all participants joined the majority. As a
result, the researcher combined academies with support systems, another example of how
the SSF supports the layering of interdependent success factors.
Nineteen of 20 participants (95%) professed to enjoying membership in small,
cohort-style learning groups of students with similar interests. These students shared
common academic schedules and were instructed by groups of teachers dedicated to the
cohort. In particular, nine of 20 participants (45%) described academy classes as healthy
and supportive learning environments, where hands-on, experiential learning took place
regularly, while four of 20 participants (20%) identified Advancement Via Individual
Determination (AVID) classes in the same manner.
Together, 65% of participants were grouped with like-minded, college-bound
students, who shared common academic goals supported by teachers with whom they had
developed caring relationships. Unequivocally, participants attested to cohort-style
learning environments as meeting the definition of a welcoming, success-oriented, and
emotionally safe learning environment that 15 participants confirmed with 135 responses.
Further, 19 of 20 participants (95%) recommended strongly that Latino students
participate in a themed academy that enjoys collaborative, relevant, experiential learning
opportunities to support their academic success in AP courses.
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For 19 of 20 participants (95%), the “we’re all in it together” mentality was
especially inspiring as was the individual Participant 12’s nine references describing how
like-minded students supported each other, a feature of academies that benefitted Latino
students in AP courses, in particular. Participants agreed that it was not uncommon for
them to become unusually nervous, especially when asking questions, a common
problem, especially among English language learners and those recently redesignated.
Surprisingly, it was during an individual follow-up interview that one participant, who
had been comparatively quiet during the focus group interview, claimed the understated
benefit of having improved communication skills.
Seventeen participants (85%) attested to having begun their educations as English
language learners, reflecting on their experiences of insecurity at an early age. It was
Participant 16, who shared a compelling story describing the fear of speaking to a class
and being judged for lack of mastery of the English language. The condition remediated
itself as a result of the security experienced in cohort-style learning environments, where
both classmates and teachers celebrated each other, thus boosting the participant’s
confidence to speak publicly. Noting the benefits of close relationships that academy
learning environments afforded, participants, they dovetailed into a more extensive
discussion on the added advantages of teacher, peer, and school support.
Based on the responses of participants during focus group and individual followup interviews, 18 of 20 participants (90%) referenced 197 times that the most significant
culture factor they perceived influenced their academic success in AP courses was feeling
supported by teachers, peers, and the school, in general. Additionally, 20 of 20
participants (100%) shared that in addition to a teacher’s accessibility for extra help, their
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sense of humor and enthusiasm for the subject prompted closer more informal and caring
relationships with students, also a benefit of academy membership and critical to
students’ success in such challenging courses. Especially during focus group interviews,
participants agreed on another support strategy—working in collaborative peer groups.
Participants described their experiences working together as quite helpful when they were
confused or when they misunderstood a concept. Again, 20 of 20 participants (100%) in
focus group and individual interviews were particularly grateful for AP teachers, who
encouraged peer-to-peer tutoring and problem solving. Participants described how
collaboration created camaraderie and a “we’re in it together” attitude that motivated
them and prompted their success. Lastly, participants opined that, in general, their
schools supported their academic success by providing tutoring, counseling, and a
college-going culture through which AP students benefitted greatly. Additionally,
schools offered organizational structures characterized by a deliberate intention of
creating collaborative students groups, peer-to-peer instruction, and community
classroom opportunities.
Major Finding 6: Latino students succeeded in AP courses when they felt
respected and supported by their families. Based on the responses of participants, 18
of 20 (90%) referenced 135 times that the second and final significant family culture
factor they perceived influenced their academic success in AP courses was feeling
respected and supported by their families, an interdependency between SSF Layers 1 and
3, personal and family cultures. In only three cases did participants dismiss this cultural
factor as unimportant and unavailable in their home environment, mostly due to their

202

parents’ lack of overall understanding of AP education, its importance in the competitive
college admission process, and the time requirements necessary to succeed.
Participants who described their families as traditional Latino families believed
that family dynamics and family member roles presented a challenge to their academic
success, especially for Latinas expected to assist with cooking, cleaning, and childcare.
Six of seven participants (85.6%) admitted that if the school and AP teachers increased
informational communication, their parents’ expectations for time commitments for
family responsibilities that caused conflict could change. This change could reduce
participants’ anxiety and fear of disappointing their teachers, families, and themselves,
causing some participants to show up for class unprepared and embarrassed from “losing
those valuable points.” This finding is similar to those of Pritchard and Wilson (2003),
who discovered that social factors, like stress and anxiety, affected students’ self-esteem,
a factor closely aligned to GPA and overall achievement.
Only two participants believed that support and respect from family were
unimportant. Because the participants seemed somewhat somber throughout the
discussion on family support, their responses were explored further during individual
follow-up sessions, where the researcher learned of other family dynamics that interfered
with families’ support of their AP students, mainly single parenting and double work
shifts.
Research Subquestion 3
How do both internal and external culture factors influence Latino students’
academic success in AP courses?
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Major Finding 7: Latino students succeeded in AP courses when they utilized
effective strategies for improving and accelerating learning. Based on the responses
of participants in both the focus group and individual follow-up interviews, 16 of 20
participants (80%) referenced 140 times that a significant culture factor they perceived
influenced their academic success in AP courses was utilizing strategies for improving
and accelerating learning, categorized under SSF Layer 2, school culture. Participants
familiar with AVID’s organizational, time management, goal-setting, and note-taking
strategies were first to commend the program as essential to success in AP courses and
learning, in general, and especially to completing the assignment efficiently and on time.
Among participants, who had not experienced an AVID elective class, 13 of 20 (65%)
touted their AP teachers for having introduced AVID strategies that they, too, believed
supported their success. After extolling AVID as a “must” for Latino youth, participants
were not surprised to learn that according to a 2015 AVID study, researchers found that
94% of Latino AVID students in California had completed their 4-year college entrance
requirements as compared to 35% of Latinos unsupported by the program.
In focus groups, when comparing strategies for combatting the complexities of
AP courses and their requirements, several participants shared scenarios where
developing a plan for improving their understanding through the use of YouTube videos,
especially in math, when “seeing and doing” simultaneously was highly effective. While
all participants indicated that extra help from their teachers was an obvious, first-attempt
strategy, 19 of 20 participants (95%) cited peer-to-peer collaborations in and out of the
classroom as effective for improving and accelerating learning and most influential on
their success in AP courses.
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Unexpected Findings
The researcher found five unexpected findings following the examination of data
collected during the interview processes at High School A and High School B. They are
as follows:
Unexpected Finding 1
Latino students viewed “special academic support” as insulting rather than
helpful toward reaching academic success in AP courses.
The researcher had not anticipated any negative responses to the question that
asked participants what advice they would give their AP teachers on the style of
instruction that best addressed their needs as Latino AP students. Further explanation
was offered on request of both the cultural informant (CI) and participants that suggested
possible topics for consideration such as language barriers for students more recently
redesignated from English language learner to English proficient, family cultural
responses to commitments that dictated homework and study time allocations, and
potentially families’ support for participants’ matriculation goals. During the usual few
minutes of thought before answering the interview questions, several participants showed
body language and facial expressions that revealed discomfort and anxiety, followed by
discourse that revealed offense taken not only to the question but also to the suggestion
that Latino AP students needed “special treatment.” Those three participants adamantly
rejected the premise altogether.
Unexpected Finding 2
Latino Gifted and Talented Education (GATE) students found the effects of the
program ineffectual as preparation for AP courses.
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While analyzing data related to the variety of positive characteristic participants
shared during focus group and individual interviews on the benefits of themed academy
or cohort-style learning environments and collaborative, student-centered academic
activities, only one participant (0.025%) mentioned GATE as influential to their
academic success in AP courses. Several participants discussed GATE and the
qualification process to enter the program at early ages, while three participants (0.075%)
shared having been disqualified when tested initially but trying again when they were
older and had become English language proficient. Although seven of the nine
participants (77.8%) who had experience GATE classes since elementary school, agreed
that sharing ideas with equally “smart kids” was advantageous in comparison to the
“regular” classes where students were less motivated, none cited GATE as an external
school culture factor that served as a training ground for AP courses. Even so, one
participant revealed, “For all the smart kids, who went into GATE, AP is automatic.”
Unexpected Finding 3
Latino students offered to forgo counseling support to increase it for non-AP
Latino students struggling to reach academic goals.
The researcher discovered the next unanticipated finding during discussions on
how Latino AP students perceived teacher, peer, and school support. Participants
bragged about their schools’ having created college-going cultures even if sometimes the
process seemed a bit “cheesy.” As well, they noted AP teachers and fellow AP students
as supportive in a family-like context as a result of participants’ connection with
academies and other cohort-style learning environments. The unanticipated element
followed immediately after bragging rights ceased. One participant offered quite a
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different perspective, sharing that although there was much support for Latino AP
students to reach their academic goals, little support was offered to their non-AP Latino
friends in less rigorous programs. The contentions among the entire focus group and an
unanticipated response was their willingness to give up time with their counselors in
favor of other Latinos, who were unsupported. The consensus at both schools was that
students needing the most to realize their college dreams were receiving the least as a
function of the number of students’ counselors and other support staff were assigned.
They perceived and agreed that AP students were seen as more motivated and more likely
to benefit from the attention and support. Participants unselfishly agreed that receiving
less support for themselves and fewer meetings with their counselors would help other
Latino students struggling to make their way to a college education.
Unexpected Finding 4
Latino students perceived early literacy GATE qualification methods unfair for
English language learners as it impacted their later access to AP courses.
Participants at one school perceived entry into the world of AP education as an
honor rather than common place event among Latino students with what they referenced
as the result of a “deeply embedded process of qualification.” Participants cited testing
memories as far back as elementary school that determined their placement into a higher
order curriculum. Some participants discussed their “fight” to gain access to that
qualifying program, which they believed determined their future and college possibilities
at a very early age, often when some students were classified as English language
learners.
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The unexpected finding was the participants’ perception of an assessment system
that does not consider second language status when evaluating standardized test scores
and writing samples that may not reflect their full potential. Participants questioned the
measure used to qualify Latino students for opportunities to engage in rigorous
educational opportunities. Additionally unanticipated were participants’ references to the
demographic makeup in AP classes. Participants claimed that classes are “still very
White.” Some participants agreed that the first order of business of day one in any AP
class was to scope out the room to find brown kids to provide themselves with an initial
comfort zone of seating and potential friendships.
Unexpected Finding 5
Latino students were motivated to succeed in AP courses as a result of the
barriers they faced from their families’ socioeconomic disadvantage.
Finally, during two focus group interviews, participants shared the disadvantage
they faced from the perspective of several financial considerations agreed upon by even
those Latino students whose parents were college educated. They perceived that their
Caucasian AP peers, whose families’ financial status as defined by professions and home
locations, described a proclivity toward living in one particular area of town with very
expensive homes, employed as doctors, lawyers, and professors. Participants reflected on
that dilemma indicating socioeconomic status, even among educated families, was out of
balance with their Caucasian peers, to Latino AP students’ detriment. As a result, the
participants admitted being motivated and committed to earning A grades in AP courses
that would ensure competitive college admission and scholarship opportunities.
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Conclusions
This study explored and described both internal and external culture factors
Latino students perceived influenced academic success in AP courses. The study’s
results reveal a deeply vested commitment by AP Latino students in Monterey County’s
High School A and High School B to succeed academically in their AP courses, graduate
college-ready and competitive, and provide a financially stable future for themselves and
their families. What they considered the internal and external culture factors that
influenced their academic success was revealed through a careful examination of
responses from focus groups and individual follow-up interviews from which the
researcher reached the following conclusions that affect Latino students’ academic
success in AP courses:
Conclusion 1
School culture should be shifted from a fixed to a growth mindset.
Based on the finding that Latino students succeeded in AP courses when they
developed a mindset of receptivity and growth, it can be concluded that for schools to
better support Latino students to succeed in AP courses, schools should change school
culture from a fixed to a growth mindset.
A consensus was reached with a preponderance of participants (95%)
acknowledging their belief that a growth mindset encouraged them to continue struggling
with academic challenges that seemed unsolvable, viewed their failures as opportunities
to grow, and increased their learning capacity. Studies undertaken by mindset expert
Dweck (2007a, 2010b, 2012) confirmed participants’ responses. Dweck (2012)
identified a growth mindset school culture as one where students grapple with
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challenging tasks that encourage improvement-related praise noting their effort and hard
work rather than praise that notes their intelligence. Accordingly, 95% of all participants
said they were encouraged when teachers recognized and acknowledged them for their
hard work and effort instead of the ease and speed with which they completed
assignments. To ensure an environment in which Latino students succeed in AP courses,
schools can create a growth-mindset culture and provide students with strategies to
respond positively to struggle and failure that aids them in growing their capabilities and,
ultimately, succeed in AP courses.
After much discussion and consideration on the subject, 95% of participants
concluded that with support from both teachers and family who believe them and their
effort, they could grow their abilities and succeed at higher and higher levels, revealing
the interdependency of some personal, school, and family culture factors. One
participant shared a poignant perspective of why the personal, school, and family culture
factors were so important to developing students. “We’re learning; we’re growing; we
need help. A beautiful mind is not a thing to waste,” Participant 7 concluded.
Conclusion 2
Schools should provide multiple opportunities for students to develop
perseverance and determination.
Based on the finding that Latino students succeeded in AP courses when they
mastered perseverance and determination skills, it can be concluded that to increase
Latino students’ success in AP courses, schools should provide multiple opportunities for
students to develop determination and perseverance. These traits are referenced as
common among successful students.
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Participants confirmed in both focus group and individual interviews that either
perseverance or determination or both were personal culture factors they perceive
influenced their academic success in AP courses. Likened to how Steve Jobs viewed
successful entrepreneurs compared to unsuccessful ones, participants shared observations
that what separated successful students from those who were unsuccessful was
perseverance (Trial and Error, 2016). The researcher concurred with participants, who
identified perseverance and determination as the attitudes and behaviors that they and
other resilient students exhibit that fostered academic achievement at the AP level.
Participants believed that their transition from one difficulty level of education to
another, especially between middle school and high school AP and then to college rigor,
required a full commitment of school, teachers, and parents to provide them with relevant
and challenging experiences that help them build determination and perseverance skills.
At the conclusion of the discussion on determination and perseverance, 90% of
participants had referenced 158 times that determination and a “stick-to-it” attitude was a
key internal culture factor that guided them through the daily challenge presented in the
world of AP classes. From that participant perspective, the researcher confirmed the
need for Latino students to develop both skills.
Conclusion 3
Teachers should create effective learning environments with varied styles of
instruction, free from negative stereotyping, reflecting outcomes aligned to California
Standards for the Teaching Profession (CSTP) 1 and 2.
Based on the finding that Latino students succeeded in AP courses when they
experienced varied styles of instruction in an effective learning environment, free from
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negative stereotyping, to increase Latino students’ success in AP courses, teachers should
create learning environments, reflecting outcomes aligned to the CSTP 1 and 2. Standard
1 is “Engaging and Supporting All Students in Learning,” and Standard 2 is “Creating
and Maintaining Effective Environments for Student Learning” (Commission on Teacher
Credentialing, 2009, p. 3), which Latino AP students described met their academic and
emotional needs and influenced their success in AP courses.
Most participants shared their experiences in AP classes where a textbook, teacher
lectures, videos, and PowerPoint presentations were the primary sources of information.
Although 80% of participants claimed fighting boredom from such instruction strategies
was a primary challenge in many AP classes, a shift in that assertion followed the
discussion of two teachers, who shared one thing in common—a sense of humor and
levity. Without hesitation, it became abundantly clear that 100% of participants were in
agreement that AP classes, where teachers were less formal, maintained a sense of
humor, and were more accessible, was more enjoyable. It was under those conditions
that participants confirmed more successful and relevant experiences. Several
participants enrolled in AP chemistry shared that a coteaching arrangement made the
course manageable and fun. Two teachers using a different strategy together showed
their enthusiasm for the subject and their love of teaching. Seeing their teachers have fun
and experiment with new ways of instruction made the course more accessible with less
pressure and a lot more enjoyable, the participants recalled.
It is incumbent upon AP educators to provide meaningful surveys twice each year
to obtain student feedback on the climate and culture in their AP classrooms and measure
those outcomes against CSTP 1 and CSTP 2 expectations.
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Conclusion 4
Stakeholders should provide opportunities for Latino students to gain perspective
on how succeeding in AP courses and investing in their education can result in financial
security.
Based on the finding that Latino students succeeded in AP courses when the
prospect of financial security motivated them, it can be concluded that stakeholders
should provide multiple opportunities for Latino AP students to gain a perspective on
how succeeding in AP courses and investing in their education can result in financial
security. All participants told stories of the struggles both they and their families have
endured that addressed their motivation to succeed based on the prospects of a financially
stable future. Few had more than a college major in mind and two discussed their
passion for helping others. Regardless, financial conditions among Latino families
remain obstacles to college admission and impact the college completion rates among
Latino students (Krogstad, 2016).
Interestingly, participants were also acutely aware of the discrepancy between
their educational opportunities and those of their Caucasian AP peers. In casual
discussion when interview questions were open-ended, 12 participants commented on
their frustration competing for college admission to competition schools against students
whose parents could afford to send them to all the SAT prep classes available and who
could afford to take the SAT several times, if they chose. “We just can’t do that,” they
agreed.
Without a deliberate focus on Latino students’ gaining a better perspective of the
value of academic success and investing in their education, the trend will continue.
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Participants agreed that assistance is needed and although their parents try to motivate
and support them, the financial impact is ever present.
Conclusion 5
Latino students should become members of cohort-style, themed academies.
Based on the finding that Latino students succeeded in AP courses when they
experienced membership in a cohort-style, themed-academy learning environment to
increase Latino students’ success in AP courses, it can be concluded that Latino students
should become members of academies that feature experiential learning opportunities,
characteristics participants identified as optimum for succeeding in AP courses.
Respondents identified three distinct cohort-style learning environments as influential to
their success. The breakdown among them was as follows: 40% of participants noted
three of the four themed academies their school offered; 15% of participants noted the
AVID elective class; and 45% of participants noted GATE in prior years of school.
The second learning environment participants described with enthusiasm were
academies. With 95% of participant claiming and recommending participation in a
themed academy or cohort-style learning environment, the researcher quickly concluded
that each element of the experience cited was worthy of mention. Participants
overwhelming concurred that creating a “family” of students, especially brown students
with whom they had much in common, was at times soothing, at times social, and always
supportive in their success in AP courses. Nine students referred to their experience in a
common academy also as “life-saving” as a result of high expectations, camaraderie with
peers, familiarity with teachers, and excellent, caring relationships with both.
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A positive byproduct of academy life participants discussed was the themed effect
from which participants found common ground with others. When describing the
positive features of academies, participants noted that academies reflected a small school
environment that allowed them opportunities to explore their passions, guiding several
participants to their potential college majors and giving others an outlet for pursuing arts
or sciences that appealed to their talents and curiosities, even if not a possible college
major. All participants agreed that their academic, social, and creative energies were
satisfied in an academy learning environment, which also gave them the motivation to
succeed in their core content AP courses. Ten students cited career-themed learning
paths not only as a benefit for learning with like-minded students but also relevant to
their future education and career opportunities. In a recent study exploring Latinos
response to participation in California Partnership Academies (CPAs), Dr. Daniel
Ledesma (2016) evidenced similar conclusions that validated this study’s findings.
Ledesma also concluded that teachers played an important role in their students’ overall
motivation and that common interest peer groups were highly supportive in reaching their
academic and career goals.
The first learning environment participants identified was the AVID elective
class. Deemed as advantageous, participants reflected on their experiences, where they
traveled from year to year with the same, college-bound students, learning valuable skills
that propelled them into successful experiences in their AP courses. As a result of the
support received from the AVID teachers, participants heralded the program, its benefits,
and their AVID teachers as “life-saving.”
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GATE was the third and final learning environment participants described.
Several students had participated in their school’s GATE program, defined by its cohortstyle learning environments, where qualified students pursuing advanced curriculum
frequented the same classes with a small cohort of teachers. Although few responses
addressed GATE’s benefits as a collaborative learning experience, seven (35%) of the
participants had experienced GATE since elementary school, cited sharing ideas with
like-minded student as advantageous. They concluded that although GATE was
preparatory for honors classes, it served only as a prelude to AP enrollment, and not as a
preparation for success in AP courses. Most participants were concerned that not being
admitted to GATE negatively impacted disqualified Latino students from being admitted
to AP courses later in their educational careers and thus rendered them less academically
eligible for college admission. It can be concluded that GATE should not be used as a
tracking system that impacts AP education accessibility for hardworking Latino students,
a conclusion shared by the CDE. In its judgment, at all levels, “children who can be
successful in advanced courses should be encouraged to take them regardless of whether
they are identified as gifted and talented” (CDE, 2017e, para. 3).
Conclusion 6
AP teachers and Latino AP students must apprise Latino parents of what students
experience in AP courses to encourage family respect and support.
Based on the finding that Latino students succeeded in AP courses when they felt
respected and supported by family, it can be concluded that to help Latino AP students
feel respected and supported by their families, AP teachers and Latino AP students must
apprise Latino families of what students experience in AP courses. Although 17 of 20
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participants (85%) spoke at great length about the external culture factor of family and
participants’ needs for their respect and support in academic decision making and
preparation, it was important for the researcher to be mindful that 16 of 20 (80%)
participants in the study revealed the nature of their family’s support was emotional
rather than academic. As with most undereducated families, current AP curriculum at a
college level was admittedly beyond their understanding. However, 75% of participants
indicated that even though there was little academic support, parents respected their
children’s academic decisions, often waived their household responsibilities, and saved to
support their financial needs within limits.
Participant 11, a young, first-generation sophomore with a bright future ahead,
explained, “If I don’t have to have it, if I can borrow somebody’s book, I do. It won’t be
easy getting there on my own. So, I have to use my resources wisely.” Participants
agreed that even if financial support was limited, having their parents’ respect and
emotional support was critical to their success in AP courses.
Many schools are strategically implementing support programs aimed at meeting
the needs of Hispanic/Latino families, especially those who are primarily Spanish
speakers and financially stressed (Gándara, 2008). By creating programs aimed at
broadening communication, education workshops, and community outreach, schools are
expecting a rise in Latino students’ success. Participants in this study agree, that
achieving more consistent and thorough communication with their parents is essential
and way past due.
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Conclusion 7
Teachers should instruct Latino students to utilize AVID-style learning strategies
to improve and accelerate learning in AP courses.
Based on the finding that Latino students succeeded in AP courses when they
utilized strategies for improving and accelerating learning to increase their success in AP
courses and provide them with effective strategies for learning, it can be concluded that
teachers should instruct Latino AP students on using proven AVID organizational
planning and study tools. Participants confirmed AVID as useful in supporting their
efforts to complete all AP course requirements in an efficient and timely manner and
prepare for examinations more efficiently, thus remaining competitive with their peers.
Most participants mentioned on several occasions the competitive nature of high
school academic achievement, college entry, and future job placement. An external
school culture factor that participants cited as important was their teachers having
embedded a competition theme throughout the AP course in academic games,
assignments, and scores. Most schools encourage academic competition with special
recognitions for top students, valedictorians, and the like. Although participants attested
to the anxiety academic competition can create, as high achieving students, they hold
their teachers responsible for preparing them for the “real world” of academia and
careers, which included handling competition. Having the skills necessary to compete for
top honors was essential to their future college admission and success.
All participants agreed that organization, time management, critical thinking,
collaboration, and problem solving were essential skills necessary to succeeding in AP
courses and later, in college. Those participants, familiar with AVID, reported having
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been trained with a specific curriculum that addresses those skills. Additionally, they
reported AVID teachers as invaluable assets to their education. Five participants could
not recall having any deliberate training in those areas. After listening to their peers
share learning experiences that included similar skills, those five participants, agreed they
had missed an important aspect of their training.
Implications for Action
Based on seven findings and conclusions in consideration of the critical nature of
this study that examined the lived experiences of Latino students and their perspective on
culture factors that influenced their academic success in AP courses, the researcher
recommends the following seven implications for action. These recommendations are
intended for education policymakers, practitioners, and administrators, community
stakeholders, postsecondary and industry partners, and Latino families. If school districts
are seeking ways of increasing the success rate of their Latino students in AP education
and empowering them to challenge the status quo, these implications for action that
consider personal, school, and family culture factors should be used as a guide to
breaking the barriers to Latino academic success in AP courses.
Implication for Action 1
Stakeholders should convene their schools’ site leadership teams to develop
strategic plans that shift school culture from a fixed to a growth mindset. Based on the
finding that Latino students succeeded in AP courses when they developed a mindset of
receptivity and growth, the researcher concluded that to support them, stakeholders
should work with their schools to shift school culture from a fixed to a growth mindset.
Therefore, it is recommended that stakeholders convene their schools’ leadership teams
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to develop strategic plans that change school culture from fixed to growth mindset. This
process includes incorporating the proven growth mindset curriculum, Brainology.
Additionally, the plan should include ongoing workshops with expert guest speakers on
topics of growth mindset and its implications for teachers, students, parents, and athletic
coaches to transform all components of their schools into growth-minded, receptive
learning environments. Workshops must focus on reinforcing the growth mindset
concept and language essential to a transformational change.
In many educational environments, Latino students are expected to develop
personal culture-driven skills that include receptivity and growth mindset on their own,
without a foundational culture at school and home to support that growth. When schools
partner with students and families to encourage a healthy mindset toward academic and
personal challenges, breaking existing barriers to AP course success for Latino students
will become commonplace.
The implication on Latino students’ success in AP education is far reaching as it
also impacts their admission to competitive institutions of higher learning, unit costs, and
scholarship opportunities. To change the current statistics on college completion rates
that currently place Latinos at the lowest earners of college degrees among Caucasians,
Asians, and African Americans (CDE, 2017d), success in AP courses is essential.
Dweck’s (2012) findings concurred that as a precursor to their future academic success,
growth mindset affects students’ ability to grow their capabilities. Thus, it is critical that
teachers create an educational environment to support that growth, one in which Latinos
can thrive in advanced coursework.
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Implication for Action 2
Schools should convene stakeholders to revise mission and vision statements that
reflect a long-term commitment to helping students develop perseverance and
determination skills. Simultaneously, schools should offer weekly activities that guide
Latino AP students toward mastering those skills. Based on the finding that Latino
students succeeded in AP courses when they mastered perseverance and determination
skills, the researcher concluded that to increase their success, schools should provide
Latino students with opportunities for developing perseverance and determination.
Therefore, it is recommended that schools convene stakeholders to revise their mission
and vision statements, reflecting a long-term commitment to helping students build
perseverance and determination skills and align weekly activities that guide Latino AP
students toward mastering their use.
In multiple studies, Krogstad (2016) noted in personal culture factors associated
with academic success, especially among disadvantaged students. Students in his
research were comparable to the socioeconomically disadvantaged students in High
School A and High School B. Because these skills are essential if Latino students are to
realize their goals of matriculation, it is incumbent upon educators and families to marry
their influence and embrace an unwavering pledge to Latino students’ success in AP
education. Participants in this study attested to holding in high esteem those teachers and
parents who honored their determination and perseverance, which in itself supported the
participants in their academic journey. For many socioeconomically disadvantaged and
first-generation college-bound students, success in AP course and matriculating was
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against the odds. Yet, it is their intense determination and perseverance that supported
them as they navigated challenges in their academic journey.
Schools developing a step-by-step plan for regular activities that identify potential
obstacles and give students’ the strategies and contingency plans required when their
courage wanes, will serve them greatly. Activities that help students develop selfdiscipline, short- and long-term goals, and consistent daily routines that grow productive
work habits, determination, and perseverance will serve them well toward reaching their
academic success goals.
Implication for Action 3
Districts should engage the services of cultural specialists to support teachers
and school leadership teams in defining and building positive classroom cultures that
reflect practices and outcomes that align with CSTP 1 and 2. Based on the finding that
Latino students succeeded in AP courses after experiencing a variety of instructional
styles in a welcoming, effective, and safe learning environment, it can be concluded that
increasing Latino students’ success in AP courses requires classrooms that reflect
practices outlined in the CSTP (Commission on Teacher Credentialing, 2009).
Therefore, it is recommended that districts engage cultural specialists to support teachers
and school leadership teams in defining and building positive classroom cultures
described in CSTP 1 and 2.
These learning environments should be considerate of Latino students’ culture
and learning styles consider the unique needs of different demographics in the following
language: “Engaging and Supporting All Students in Learning” and “Creating and
Maintaining Effective Environments for Student Learning” (Commission on Teacher
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Credentialing, 2009, p. 3). The description of these two standard elements are similar to
what participants suggested were friendly environments, free of negative stereotyping
and disappointment that supported their academic success in AP courses.
It is further recommended that teachers and their school leadership teams attend
peer-to-peer reflective coaching and instructional rounds workshops intended to advance
the understanding and sharing of differentiated instruction methods, culture-building, and
multicultural awareness activities that promote welcoming, success-oriented, emotionally
safe learning environments, free of stereotyping in which Latino students succeed in AP
courses. Educators should work together to compare strategies and share ideas for
building excellent, well-crafted learning environments for Latino students, many taking
AP courses for the first time and afraid to disappoint their teachers and families with
failure. They have attested to learning best in friendly and relaxed learning
environments, where teachers genuinely care about them and believe in their abilities.
Using the peer-to-peer reflective coaching practice and instructional rounds, teachers can
systematically and collaboratively explore their planning, progress, observations, and
reflections of common goals embedded in the CSTP. Reflective practice for both
teachers and students is considered a circular process that allows thoughts to affect
actions. With feedback derived from instructional rounds, Graham Gibbs (1998) drew
similar conclusions in his study on reflective practice and learning by doing, where
teachers came full circle after receiving feedback from their peers on their instructional
strategies and understood and made sense of what had happened (Leeds Beckett
University, 2015; see Figure 10).
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Figure 10. Gibbs model of reflection. From “Assignment Reflection” [Blog post], by
S. Fitzpatrick, November 11, 2013 (https://sindyfitzpatrick.wordpress.com/2013/11/11
/assignment-reflection/).

Implication for Action 4
Schools should collaborate with local college students and industry partners to
provide Latino AP students with mentors and internships to help them better understand
how success in AP courses and investing in their education can result in financial
security. Based on the finding that Latino students succeeded in AP courses when they
were motivated by the prospect of financial security, the researcher concluded that to help
Latino AP students remain motivated, local college students and industry partners should
provide Latino students with workshops, mentors, job shadows, and internship
opportunities to help them better understand how succeeding in AP courses and investing
in their education can result in financial stability.
As a further result, closing the college completion gap may be possible with
guided assistance, which is not only admirable but also urgent. The U.S. Census Bureau
(2015) reported that demographic changes in the United States reveal that by 2018, the
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minority population of those 18 and younger is expected to actually become a numerical
majority of that age group. Participants were not surprised to learn how quickly Latinos,
as a demographic group, were approaching majority-minority status in the United States
but were quizzical as to why more was not being done to support Latino youth
nationwide in preparation for college and better careers to help them become financially
stable.
Although a myriad of studies are available on the effects of undereducation and
poverty on Latinos and the American economy, this study targeted the heart of the matter.
By asking Latino AP students, 15 (75%) of whom were designated as socioeconomically
disadvantaged, to share their lived experience of how specific factors influenced their
academic success in advanced coursework, the researcher could share the study’s
conclusions effectively. Conclusions supported the participants, who attested to their
high levels of motivation enhanced by the prospect of their graduating from college,
securing meaningful and lucrative employment, resulting in financial security for
themselves and their families. They confirmed their willingness to “get their hands dirty”
and “get it done.” However, they rely on educators, parents, and mentors to support
them. Participant 7, a sophomore who tags herself as a “book nerd,” shared several
thoughts, suggesting that kids should not be burdened with trying to figuring it all out by
themselves, and asked, “Shouldn’t adults be doing that with us? We’re just kids. We’re
learning.”
To that end, providing opportunities directed at helping Latino students succeed
should be offered to both the students and their families as the first step toward their
overall financial growth. Participants believed that setting challenging academic goals
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and developing strategies to achieve them would significantly increase their chances of a
college education and, ultimately, attaining financial security.
Implication for Action 5
Stakeholders and community partners should consult with teachers and Latino
students to design and implement themed academies. Based on the findings that Latino
students succeeded in AP courses when they participated in student-centered, themed
academies, to increase Latino students’ success in AP courses, the researcher concluded
that Latino AP students should participate in greater numbers in themed academies that
feature experiential learning opportunities.
Therefore, it is recommended that stakeholders and community partners consult
with teachers and Latino students to design and implement themed academies providing
hands-on, experiential learning opportunities. School districts and their high school
leadership teams should partner with local community colleges and industry partners to
commence CDE incentive grant writing. Additionally, districts must commit matching
funds to the design and implementation of unduplicated, career-themed academies based
on local and regional industry sector employment needs.
Implication for Action 6
Latino AP students and their families should collaborate with their district’s
information technology department to develop a communication plan using a bilingual,
multimedia platform that provides AP course descriptions, information, expectations,
syllabi, and AP exam schedules and fees. Based on the finding that Latino students
succeeded in AP courses when they felt respected and supported by family, the researcher
concluded that to help Latino AP students encourage their families’ respect and support,
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schools must apprise Latino families of what their students are experiencing in AP
courses. Therefore, it is recommended that Latino AP students and their families
collaborate with their district’s information technology department to develop a bilingual,
multimedia platform that provides AP course descriptions, registration information,
teacher expectations, syllabi, and AP exam schedules and fees.
Participants confirmed that the lack of necessary communication between
teachers and their parents on the nature of AP education and teachers’ expectations,
frustrated families and caused participants anxiety that affected their concentration and
overall academic success. It was when having to both navigate academic responsibilities
and honor culturally expected time commitments to the family that participant became
the most distraught. During focus group interviews, 11 participants (27.5%) cited
concerns of home distraction, unpreparedness which caused them embarrassment, and
lower grades.
Presenting a more comprehensive communication plan will give parents the
needed knowledge to engage with their children in making important educational
decisions and meeting their academic commitments to succeeding in AP courses. A
variety of mediums will serve parents well, according to Esmeralda Fabián Romero
(2018), whose study’s findings agreed with participants that newsletters, texts messages,
e-mails, and meetings are effective ways to “get the word out.” Participants were
convinced that if their parents understood the value and rigor of AP courses and ways to
support them better, they would be more understanding and respectful of required time
commitments.
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Economics was also referenced as a factor in why some Latino parents were both
physically and mentally unavailable. Some participants referenced their parents’ two-job
responsibilities required to afford their children’s educational necessities, like AP exams,
school supplies, school clothes, internet services as deterrents, while other parents
maintained offset schedules to ensure parent supervision. Regardless, one participant
delivered a brief and poignant statement: “The schools aren’t doing a very good job at
communicating with Spanish-speaking parents. They should do more.”
Therefore, to ensure information access, it is further recommended that districts
work in partnership with their utility companies to provide exclusive district, no-cost WiFi and pad-distribution programs for families designated as socioeconomically
disadvantaged.
Implication for Action 7
Districts should provide funding for AP and AVID teachers to attend AVID
trainings and retreats together to design a toolkit that provides Latino students with
strategies for improving and accelerating learning. Based on the finding that Latino
students succeeded in AP courses when they utilized strategies for improving and
accelerating their learning, to increase their success in AP courses and complete course
requirement in a timely manner, the researcher concluded that teachers should provide
Latino AP students with organizational and planning tools, using proven AVID
strategies. Latino students confirmed further that organizational skills learned in both
their AVID elective class and organizational and note-taking skills introduced in other
classes as effective and influential to their success. Using AVID skills, participants
indicated that they were able to manage the workload more efficiently, and as a result,
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assignments required fewer hours dedicated to each course. Therefore, it is
recommended that districts provide funding for AP and AVID teachers to attend AVID
training and Learning Strategies Toolkit design and implementation planning retreats to
share strategies that provide Latino AP students with skill needed to accelerate learning
and succeed in AP courses.
A dilemma referenced continually among participants was fitting the AVID
elective course into their extremely impacted schedules, with some participants taking up
to six AP courses. Nevertheless, they were so enthusiastic about having access to
strategies to accelerate their learning, they suggested various ways to overcome the
challenge. Schools can implement AVID schoolwide and create a strong system that
transforms the instruction, leadership, and culture of a school in its entirety. AVID
(2017b) researchers agree that introducing some of the electives’ learning and
organizational strategies would ensure not only college readiness for AVID elective
students but also improve academic performance in a timely manner for all students
based on increased exposure to a proven support system that participants perceived as
impactful on their success in AP courses.
Recommendations for Further Research
Based on the findings and conclusions of this study, the researcher recommends
further investigation in the following areas to expand understanding and effective
measures to address the crisis in Latino education and promote success among Latino
students in AP education.
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Recommendation 1
Conduct a longitudinal study of Latino students’ success factors in AP courses,
tracking their academic progress from high school through their 4 years of college to
determine if success factors noted in high school AP courses align to success factors in
college courses. Insights will address how to prepare Latino students best for the rigors
of college while effectively increasing their college completion rates.
Recommendation 2
Extend the current study to compare other demographic student groups to
determine if perceived internal and external culture factors Latino students attributed to
their academic success in AP courses are similar or different among groups. Of great
interest is the conjecture that good teaching strategies serve all students. Comparing
success factors among demographic groups would address the level of need for
multicultural demographic connections to pedagogies.
Recommendation 3
Conduct a study with Latino and non-Latino AP teachers on success factors they
perceive as influential on their Latino students’ AP success. Examining the two
perspectives and comparing the findings to the data from this study would aid educators
in assessing their pedagogical effectiveness in multicultural classrooms and suggest
strategies to increase Latino student learning.
Recommendation 4
Conduct a study with Latino students in AP courses in districts where Hispanics/
Latinos are the minority population to compare lived experiences and culture factors
perceived as influential to academic success in AP courses. A study of this scope would
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reveal if successful Latino AP students receive benefit from being among other Latino
AP students in greater numbers and what special considerations, if any, are attributable to
their success.
Recommendation 5
Conduct a comparative study examining two schools, one where growth mindset
is embedded in a schoolwide culture compared to a school where growth mindset is
referenced at staff members’ discretion. Compare Latino students’ success rates in AP
courses and their perception of their school’s culture on academic success. A study of
this nature would engage policymakers, practitioners, and researchers in a discussion on
the effects of growth mindset as a personal culture factor on Latino students’ academic
success.
Recommendation 6
Conduct a comparative case study between two groups of Latino students. One
sample would have membership in a themed academy and the second would be
unaffiliated with an academy or cohort-style learning environment. The research can
examine both samples’ experiences in AP courses and study academy influence on each
groups’ academic, social, and emotional status as an indicator of success in AP courses.
Recommendation 7
Conduct a comparative study of Latino students and their experiences in AP
education in a district that has engaged staff in guided training on education through the
lens of social justice. Comparing data from districts where teachers are either self-trained
or untrained will help districts better understand its implications on Latino students’
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success. Further, findings would help districts plan methodically workshops and training
that, although uncomfortable at times, will serve students of color in the classroom.
Recommendation 8
Replicate a study from the experiential knowledge perspective of Latino students
using the LatCrit theoretical framework that stems from the critical race theory to address
the issues of institutional racism and its implications on learning and achievement.
Participants’ perspective and experiences revealed an imposing stereotypical
understanding of Latino students in AP courses. This study would clarify the extent to
which Latino students are subject to an embedded declaration of negative typecasting and
its impact on their academic success in AP courses.
Concluding Remarks and Reflections
As the analysis of this study’s research and data unfolded, themes emerged, and
conclusions were drawn. It became evident that training after training by well-intended
postsecondary institutions and public school districts have shown limited results in
transforming our classrooms into places where all students can learn and reach their full
potential. As a result, for many Latino students, their efforts to keep pace with their
Caucasian peers continue to leave a considerable void in university attendance and earned
degrees. With a quickly approaching time when the minority will become the majority
and their undereducation our society’s curse, I attempted to give them a voice; listen to
their stories of hope and struggle; and respond with suggested implications for action that
in some small way will make a difference. During interviews for this study, there were
times when silently I compared their young lives and struggles with my childhood
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challenges—an immigrant family, living in poverty with undereducated parents, and a
need to prove individual worth continuously as a driving force to academic success.
As a researcher, I am reminded of the value of qualitative studies designed to
understand lived experience through others’ stories, an invaluable tool to compel
transformational change. Our educators must recommit themselves continuously to
providing and maintaining exciting learning environments that allow those within them to
grow, engage, make mistakes, and try again without judgment. Every student who enters
a classroom should enjoy an equitable environment, a place where they are welcomed by
a personal greeting and expressions of genuine care. This environment must provide our
most vulnerable students with a clear message that they are valued and respected.
My 20 new student acquaintances were clear on their assessment of what internal
and external culture factors were most influential to their academic success in AP courses
and were articulate with responses to over 30 interview and follow-up questions. They
were passionate about their desire to give 100% effort and believe in themselves and their
abilities to reach their goals of a college education and future financial security in spite of
the difficult beginnings most of their families experienced. They shared an equal passion
for helping their families in thanks for all the sacrifices made on their behalf. Most were
quick to point out the benefits of having teachers who cared for them and maintained a
sense of humor even when they “messed it all up or failed.” In spite of sometimes
unbearable challenges of juggling family responsibilities and cultural obligations with
homework and studies, they reminded me frequently that they loved their schools, their
friends, and the challenges they faced to be better than many people assume through
stereotypical comparisons.
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Reminders were plentiful that our Latino youth are counting on the adults in their
lives to trust in their vision for the future and support them on their journey, remembering
that they are not yet capable of handling it all on their own. They seek mentors and
patrons to guide them and provide them with opportunities they otherwise could not
afford. They came to my interview table eager to share their stories of motivation,
determination, and perseverance as well as their frustrations with a system that continues
to differentiate educational opportunities for brown kids, who often cannot afford the
universities they strive to attend. They shared their fears of failing and disappointing, not
only their teachers but also their families, who, for the majority of the participants, were
counting on them to break the chain poverty.
Although transforming schools is challenging work, we must be bold and united
in our efforts to provide Latino students with meaningful educational opportunities,
student-centered learning environments, and support systems that will break down the
barriers they face in engaging in the current education system. We must provide them
with inquiry- and research-based instruction enhanced with technology, interdisciplinary,
and multicultural and global-minded curriculum and career preparation. We must
encourage and support them in taking risks and teach them to reflect and seek
improvement throughout the process. We must ensure they know that we support our
words with accountability and actions that apply equally to ourselves as to them.
The inspiration I derived from conducting this research and my interactions with
20 wonderful, hardworking, and motivated Latino students from two Monterey County
high schools enabled me to create this document. The students unselfishly shared their
time, perceptions, and experience. They provided me with data necessary to complete
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this study for use by policymakers, practitioners, researchers, and stakeholders as a guide
to understanding the personal, school, and family culture factors that these Latino
students attested as most influential for their academic success in AP courses. To each of
them and their families, thank you.
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APPENDIX A
Research Data Protocol Information for Research Subjects
My name is Marcie Plummer, a doctoral student in the School of Education at
Brandman University. Many Latino students are not included in their high school’s
Advanced Placement Program for a variety of reasons. Those who are enrolled may or
may not be successful. Because Advanced Placement course participation and successful
completion are known to be one of the determining factors for college preparedness and
acceptance resulting in completing a college degree. I am researching the internal and
external culture factors that Latino students perceive influenced their academic success in
AP courses.
I am asking for your assistance to participate in an interview, which will take 6075 minutes, and possible follow-up interview, which will take 30-45 minutes, when it is
convenient for you. To thank you for your time, the first 10 qualifying students from each
school to volunteer will receive a $20 gift card to MYO Frozen Yogurt and a $20 gift
certificate to Living Intentions. Qualifying students must meet the following criteria:
Completed one AP course with a C or better
Earned a 3 or better on the corresponding AP Exam
If you agree to this interview, it will be completely confidential. No names will be
attached to any notes, transcriptions or records from the interview and any identifying
information will remain in locked files, accessible only to me. You will be free to stop the
interview and withdraw from the study at any time.
If you agree to participate or if you have any questions, please contact me at 925595-0706 or montereymp@gmail.com (call or text). Your input is very important to this
study.
Sincerely,
Marcie Plummer, Doctoral Candidate
montereymp@gmail.com
Cell: XXX-XXX-XXXX
Overview:
Receive $20 gift certificate to MYO Yogurt and $20 gift certificate to Living
Intentions for participating in one focus group interview and one follow-up
interview
Meets the following minimum criteria:
1. Completed an AP course with a C or better
2. Scored a 3 or better on the corresponding AP Exam
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APPENDIX B
BUIRB Approval
BUIRB Application Approved as Submitted: Marcie S. Plummer

Institutional Review Board

Dec 18, 2017

to me, jlee, buirb, ddevore
Dear Marcie S. Plummer,
Congratulations, your IRB application to conduct research has been approved by the
Brandman University Institutional Review Board. This approval grants permission for
you to proceed with data collection for your research. Please keep this email for your
records, as it will need to be included in your research appendix.
If any issues should arise that are pertinent to your IRB approval, please contact the IRB
immediately at BUIRB@brandman.edu. If you need to modify your BUIRB application
for any reason, please fill out the “Application Modification Form” before proceeding
with your research. The Modification form can be found at the following link:
http://irb.brandman.edu/Applications/Modifications.pdf.
Best wishes for a successful completion of your study.
Thank you,
Doug DeVore, Ed.D.
Professor
Organizational Leadership
BUIRB Chair
ddevore@brandman.edu
www.brandman.edu
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APPENDIX C
Request to Conduct Research—ABC/XYZ Districts
Superintendent
ABC/XYZ Unified School District
Street
City, CA Zip Code
November 18, 2017
Dear Superintendent,
I am very excited to report that I am ready to begin conducting the field study
portion of my research to meet the criteria for the Brandman University’s dissertation.
Now that I have completed my defense of Chapters 1-3, I am ready for the next step in
my candidacy. I am requesting your permission to conduct research at High School A/B,
the final step toward completion of my study.
I am seeking your consent to interview 10 Latino students, who have completed
an Advanced Placement course(s) with a C or better and earned a 3 or better on the
corresponding AP Exam. Once I have met with both students and their parents to
describe the study and answer any potential questions, I will randomly select a 9-person
sample from those who agree to participate. Most likely, interviews will take place in
early December 2017 and early January. Every effort will be made to meet with students
before or after school hours or during a free period.
Should you need any further information, please contact my Dissertation Chair or
me. If you have specific questions about my study, please call, text, or email me at your
earliest convenience. The consent form required by Brandman University Internal
Review Board (BUIRB) to approve my study is provided and can be signed, scanned, and
returned by email or set aside for personal pickup. For answers to any additional
questions, please use the following contact information:
Dr. Jeffrey Lee jlee@mail.brandman.edu
Mrs. Marcie S. Plummer mplumme1@mail.brandman.edu
XXX-XXX-XXXX
After defending my dissertation, I will provide you with a bound copy. Your
permission to conduct this study is greatly appreciated as I pursue graduation in May.
Sincerely,
Mrs. Marcie Plummer
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APPENDIX D
Request to Conduct Research—Principal

Principal
High Schools A/B
Street
City, CA Zip Code
November 20, 2017
Dear Principal,
I am very excited to begin conducting data collection to meet the criteria for the
Brandman University’s dissertation requirements. As a doctoral candidate in the
Organizational Leadership program, I am requesting your support to conduct research for
my study at High School A/B
I am seeking your consent to interview 10 Latino students who have completed at
least one AP course with a C or better and earned a 3 or better on the corresponding AP
Exam. Once I have met with both the students and their parents to describe the study,
answer questions they may have, and randomly select a 10-person random sample from
those who agree to participate, interviews will most likely take place in early December
2017 and early January 2018. Every effort will be made to ensure that interviews take
place before and after school hours or during free periods.
I believe the study will be of significant benefit to the Latino population at all
high schools within the district, the teachers, and to you and your administrator
colleagues, as you continue closing the achievement gap.
Should you need any further information, please do not hesitate to contact me at
your earliest convenience. If you have no questions, your consent by email or text is
much appreciated. A formal consent document required for the Brand University IRB
approval will follow for your signature. My contact information is as follows:
Mrs. Marcie S. Plummer
mplumme1@mail.brandman.edu
XXX-XXX-XXXX
Upon completion of the study, I will provide you with a bound copy of my
dissertation. Your permission to conduct this study is greatly appreciated.
Sincerely,
Mrs. Marcie Plummer
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APPENDIX E
Informed Consent Form
INFORMATION ABOUT Latino Students’ Stories of Advanced Placement Success: A
Critical Case Study
RESPONSIBLE INVESTIGATOR: Marcie S. Plummer, Doctoral Candidate
PURPOSE OF THE STUDY: This study is conducted for a dissertation in Organizational
Leadership at Brandman University. The purpose of this qualitative, critical case study
sought to identify and describe internal and external culture factors Latino students perceive
influenced their academic success in Advanced Placement courses. A secondary purpose of
this study was to learn how culture factors influenced Latino students’ academic success.
What will happen if I take part in this research: You are invited to participate in a
research study conducted by Marcie S. Plummer, a doctoral candidate at Brandman
University under the supervision of Dr. Jeffrey Lee. Your participation is voluntary. Please
read the information below and ask questions about anything you do not understand before
deciding whether to participate. If you decide to participate, you will be asked to sign this
form prior to participating in the interview. You will be given a copy of this form.
In a separate document you received by email, entitled Interview Procedure the interview
protocols and steps are identified and outlined in detail for your review. If you have any
questions regarding the protocols, please use the contact information on the document to
reach the researcher.
Students participating in the study and their parents will meet with the researcher in the
Administration Offices or another convenient and mutually agree upon location. During this
meeting parents and students, who met the criteria for the study, will review the purpose of
the study, the research interview process, and the consent and assent forms required for
students to participate in the study. Time will be set aside for students participating in the
study and their parents to ask questions and receive answers. Parents agree to allow their
students to take part in the study will provide the researcher with contact information on a
signup list, will sign required forms, and return forms to the researcher. Students participating
in the study will review possible dates for a first orientation-to-the-study meeting where they
will review the purpose of the study, develop a calendar of interview dates, and form small
focus groups.
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In their focus groups, students who agree to participate in the study will meet with the
researcher on the scheduled date and time. Another review of the study’s purpose will take
place prior to the beginning of interviews. Students participating in the study are given the
opportunity to ask any remaining questions, get comfortable in the agreed upon meeting
place, while the researcher provides water and a light snack to all participants.
Interview will commence at the agreed upon time and will continue until completion
not to exceed 75 minutes. A follow-up session to clarify or expand on answers may be
necessary not to exceed 45 minutes. Interviews will be recorded on an electronic recording
device. Recordings will not be used at any time for any purpose other than the transcription
for the study and then stored in a locked file cabinet to which the researcher has sole access.
Once transcribed, participants can review the interview transcriptions to ensure accuracy. At
the researcher’s request, student participants may be called upon to answer follow-up
questions. Although follow-up questions allow the researcher to understand the student
participants perspective more deeply, these sessions are strictly voluntary and participants
may decline. Upon completion of the study, at participants’ request, the researcher will
provide a bound copy of the completed dissertation.
Benefits of this Study: While there are no major benefits for participation, potential
benefits are important. By participating in this study and providing the data for analysis, the
participants are contributing to the researcher’s knowledge of factors that influenced Latino
students’ academic success in AP courses, intended to help other Latino students reach their
academic goals. By doing so, participants may help other Latino students reach their
academic goals. The results of this study are also intended not only to help those who make
decisions about how to support Latino students in their efforts to succeed academically in
rigorous, college preparatory courses, but also to graduate Latino students, college ready and
college competitive. Finally, findings from this study are intended to benefit teachers and
principals, whose efforts we rely upon to transform public high schools into effective
learning environments that support Latino students in their efforts to engage and excel in AP
coursework.
Potential risks or discomforts: While there are no known major risks to your participation
in this research study, minor potential risks may include inconvenience due to the timing of
the interview session(s), questions may cause emotional discomfort while discussing factors
that influenced your academic success in Advanced Placement courses or your experience
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making the decision to enroll in the course. Therefore, the interview questions and protocol
were sent prior to the interview. If you have any questions before the interview begins, please
feel free to contact the researcher for explanation.
Confidentiality: The researcher will use an electronic recording device during interview
sessions to ensure accuracy during transcription. However, responses will be kept
completely confidential. All students participating in the study will be identified by number,
not by name. No student will be identified by name when the research is discussed or
published.
Decision to quit at any time: Participation in this study is voluntary. At any time, you may
withdraw from participation or you may choose not to answer any questions that makes you
feel uncomfortable.
How the findings will be used: The results of the study will be used for scholarly purposes
only. The results from the study may be presented in educational settings and at professional
conferences. The results may be published in a professional journal. The results will also be
used to identify further studies for other researchers to pursue to produce additional findings
to support Latino students toward academic success.
Contact information: If you have concerns or questions about this study, please contact the
researcher, Marcie S. Plummer at mplumme1@mail.brandman.edu or at XXX-XXX-XXXX.
You may also contact Dr. Jeffrey Lee, Dissertation Chair at jlee@brandman.edu.
SIGNATURE OF STUDENT: I have read the information provided above. I have been
given a chance to ask questions. My questions have been answered to my satisfaction, and I
agree to participate in the study.
__________________________________
Name of Student
__________________________________
Signature of Student
__________________________________
Signature Date
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APPENDIX F
Parent Consent for Minor to Participate in Research Form
RESEARCH STUDY TITLE: Latino Students’ Stories of Advanced Placement Success:
A Critical Case Study
EDUCATION INSTITUTION: Brandman University 16355 Laguna Canyon Road
Irvine, CA 92618
RESPONSIBLE INVESTIGATOR: Marcie S. Plummer, Doctoral Candidate
CONSENT FORM: Parent Consent Form – Interview
PURPOSE OF THE STUDY: The purpose of this qualitative, critical case study is to
identify and describe internal and external culture factors Latino students perceive
influenced their academic success in Advanced Placement courses. A secondary purpose
of this study was to learn how culture factors influenced Latino students’ academic
success.
If you agree to permit your child’s participation in this study, you agree to their
joining a 3-4 student focus group, who will be interviewed for a duration of 60-75
minutes at a convenient time that does not interfere with their academic participation. The
researcher will use an audio recording device to ensure accurate transcriptions.
Individual follow-up interviews sessions for clarity or expansion of students’ lived
experiences in an AP course may occur to expand the researcher’s knowledge and
understanding for no more than 30-45 minutes.
I understand the following:
My child’s participation in this study is voluntary and that they or I may refuse to
participate or withdraw at any time. Data collected will remain anonymous. Instead,
numbers will be used to identify participants.
While there are no known major risks to your child’s participation in this research
study, minor potential risks may include inconvenience due to the timing of the interview
session(s). Therefore, the interview questions were sent prior to the interview.
While there are no major benefits for participation, potential benefits are important.
Because of your willingness to allow your child to share their experiences the data
collected will contribute to the knowledge base of factors that impact Latino students’
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academic success in AP courses, potentially helping other Latino students reach their
academic goals.
The results are intended to inform policymakers, practitioners, and researchers in
an effort to transform public high schools into effective learning environments that
support Latino students in their efforts to engage and excel in AP coursework.
Any questions or concerns I have will be responded to by either the Dissertation
Chair, Dr. Jeffrey Lee or the primary investigator, Marcie Plummer, Brandman
University, Doctoral Candidate who can be reached on her mobile number or through her
email address.
Student in the study who complete the interview session(s) will receive a one-time
$20 gift certificate to MYO Frozen Yogurt and a $20 gift certificate to Living Intentions
for allowing the researcher to interview them in a peer focus group of 3-4 students and
individual follow-up sessions to deepen the research’s knowledge and understanding not
to exceed 45 minutes.
If the study design or the use of the data is to be changed, my child and I will be
informed and my assent form signature re-obtained. I understand that if I have any
questions or concerns about the study or assent process, I may write or call the Office of
the Executive Vice Chancellor of Academic Affairs, Brandman University at 16355
Laguna Canyon Road, Irvine, and CA 92618, (949) 341-7641. I acknowledge that I have
received a copy of this form and the Research Participant’s Bill of Rights.
I have read the above and understand it and hereby voluntarily consent to the
procedures(s) set forth.
_____________________________________________________
Name of Student (please print)
_____________________________________________________ ______________
Signature of Parent/Guardian
Date
_____________________________________________________ _____________
Signature of Witness (if appropriate)
Date
_____________________________________________________ _____________
Signature of Marcie S. Plummer, Primary Investigator
Date
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Email:
Cell phone:

mplumme1@mail.brandman.edu
XXX-XXX-XXXX

Dissertation Chair:
Email:

Dr. Jeffrey Lee
jlee@mail.brandman.edu

cc Brandman University IRB
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APPENDIX G
Children’s Assent to Participate in Research
BRANDMAN UNIVERSITY 16355 LAGUNA CANYON ROAD IRVINE, CA 92618
TITLE: Latino Students’ Stories of Advanced Placement Success: A Critical Case Study
You have been invited to participate in a research study conducted by Marcie S.
Plummer, a doctoral candidate at Brandman University under the supervision of Dr.
Jeffrey Lee. Your participation is voluntary. Please read the information below and ask
questions about anything you do not understand before deciding whether to participate. If
you decide to participate, you will be asked to sign this form prior to [completing the
survey, participating in the interview, being observed, etc.]. You will be given a copy of
this form.
RESPONSIBLE INVESTIGATOR: Marcie S. Plummer
PURPOSE OF THE STUDY: This study is being conducted for a dissertation in
Organizational Leadership at Brandman University. The purpose of this qualitative,
critical case study sought to identify and describe internal and external culture factors
Latino students perceive influenced academic success in Advanced Placement courses. A
secondary purpose of this study was to learn how culture factors influenced Latino
students’ academic success.
What will happen if I take part in this research:
In a separate document you received by email, entitled Interview Procedures, the
interview protocols and steps are identified and outlined in detail for your review. If you
have any questions regarding the protocols, please use the contact information on the
document to reach the researcher.
Students participating in the study and their parents will meet with the researcher
in the High School A and High School B administration office. During this meeting
parents and students, who met the criteria for the study, will review the purpose of the
study, the research interview process, and the consent and assent forms required for
students to participate in the study. Time will be set aside for students participating in the
study and their parents to ask questions and receive answers. Parents agree to allow their
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students to take part in the study will provide the researcher with contact information on a
signup list, will sign required forms, and return forms to the researcher. Students
participating in the study will review possible dates for a first orientation-to-the-study
meeting where they will review the purpose of the study, develop a calendar of interview
dates, and form small focus groups.
In their focus groups, student who agree to participate in this study will meet with
the researcher on the scheduled date and time. Another review of the study’s purpose will
take place prior to the beginning of interviews. Student participants will be given the
opportunity to ask any remaining questions, get comfortable in the agreed upon meeting
place, the schools’ College and Career Centers, while the researcher provides water and a
light snack to all participants.
Interview will commence at the agreed upon time and will continue until
completion not to exceed 75 minutes. A follow-up session to clarify or expand on
answers may be necessary not to exceed 45 minutes. Interview will be recorded on an
electronic recording device. Recordings will not be used at any time for any purpose
other than the transcription for the study and then stored in a locked file cabinet to which
the researcher has sole access. Once transcribed, students who participated in this study
can review the interview transcriptions to ensure accuracy. At the researcher’s request,
student participants may be called upon to share a more in-depth story of their success
experience in Advanced Placement class. This session is strictly voluntary and student
participants may decline.
Upon completion of the study, at participants’ request, the researcher will provide
a bound copy of the completed dissertation.
Thank you all very much for sharing your thoughts with me. If you have
any questions, please feel free to contact me either by cell – text or call – or email. If I
have follow up questions, I may request an additional session with you individually. You
may choose to meet with me to provide additional information, but it is not required – it
is strictly voluntary. I will provide you with a written version of today’s interview
responses to review, once they have been transcribed.
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Interviews will take place in the school or city public library, whichever is most
convenient.
Benefits of this Study: While there are no major benefits for participation, potential
benefits are important. By participating in this study and providing the data for analysis,
student participants are contributing to the researcher’s knowledge of factors that
influenced Latino students’ academic success in AP courses, intended to help other
Latino students reach their academic goals. By doing so, student participants may help
other Latino students reach their academic goals. The results of this study are also
intended not only to help those who make decisions about how to support Latino students
in their efforts to succeed academically in rigorous, college preparatory courses, but also
to graduate Latino students, college ready and college competitive. Finally, findings
from this study are intended to benefit teachers and principals, whose efforts we rely
upon to transform public high schools into effective learning environments that support
Latino students in their efforts to engage and excel in AP coursework.
Potential risks or discomforts: While there are no known major risks to your
participation in this research study, minor potential risks may include inconvenience due
to the timing of the interview session(s), questions may cause emotional discomfort while
discussing factors that influenced your academic success in Advanced Placement courses
or your experience making the decision to enroll in the course. Therefore, the interview
questions and protocol were sent prior to the interview. If you have any questions before
the interview begins, please feel free to contact the researcher for explanation.
Confidentiality: The researcher will use an electronic recording device during
interview sessions to ensure accuracy during transcription. However, responses will be
kept completely confidential. All students participating in the study will be identified by
number, not by name. No student will be identified by name when the research is
discussed or published.
Decision to quit at any time: Participation in this study is voluntary. At any time, you
may withdraw from participation or you may choose not to answer any questions that
makes you feel uncomfortable.
How the findings will be used: The results of the study will be used for scholarly
purposes only. The results from the study may be presented in educational settings and at
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professional conferences. The results may be published in a professional journal. The
results will also be used to identify further studies for other researchers to pursue to
produce additional findings to support Latino students toward academic success.
Contact information: If you have concerns or questions about this study, please contact
the researcher, Marcie S. Plummer at mplumme1@mail.brandman.edu or at XXX-XXXXXXX. You may also contact Dr. Jeffrey Lee, Dissertation Chair at jlee@brandman.edu.
SIGNATURE OF STUDENT
I have read the information provided above. I have been given a chance to ask questions.
My questions were answered to my satisfaction, and I agree to participate in the study.
__________________________________
Name of Student (Minor)
__________________________________
Signature of Student (Minor)
__________________________________
Signature Date
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APPENDIX H
BUIRB Bill of Rights
BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD
Research Participant’s Bill of Rights
Any person who is requested to consent to participate as a subject in an experiment, or
who is requested to consent on behalf of another, has the following rights:
1. To be told what the study is attempting to discover.
2. To be told what will happen in the study and whether any of the procedures, drugs or
devices are different from what would be used in standard practice.
3. To be told about the risks, side effects or discomforts of the things that may happen to
him/her.
4. To be told if he/she can expect any benefit from participating and, if so, what the
benefits might be.
5. To be told what other choices he/she has and how they may be better or worse than
being in the study.
6. To be allowed to ask any questions concerning the study both before agreeing to be
involved and during the course of the study.
7. To be told what sort of medical treatment is available if any complications arise.
8. To refuse to participate at all before or after the study is started without any adverse
effects.
9. To receive a copy of the signed and dated consent form.
10. To be free of pressures when considering whether he/she wishes to agree to be in the
study.
If at any time you have questions regarding a research study, you should ask the
researchers to answer them. You also may contact the Brandman University Institutional
Review Board, which is concerned with the protection of volunteers in research projects.
The Brandman University Institutional Review Board may be contacted either by
telephoning the Office of Academic Affairs at (949) 341-9937 or by writing to the Vice
Chancellor of Academic Affairs, Brandman University, 16355 Laguna Canyon Road,
Irvine, CA, 92618.

Brandman University IRB Adopted November 2013
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APPENDIX I
Interview Questions
Personal Culture Layer 1 (Internal Factor)
Let’s begin by talking about internal factors like your attitudes and behaviors as students.
I’d like you to answer the following questions as if you were thinking out loud and no
one was in the room but you – it’s called self-talk – or talking to yourself.
1. Please share your self-talk that will help me understanding give me the
attitudes and behaviors you use when you’re challenged by difficult work.
Probe 1. When you’ve been working on a difficult assignment, giving it all you’ve got,
and you turn it in and get a D or F, what goes through your mind? What are your next
steps?
We all have a little voice in our head that directs our thinking – much like the mindset
we use when have a difficult assignment or exam like we just discussed. Sometimes we
think the assignment or exam is too hard.
2. Do you believe that you can grow your intelligence – in other words, grow
your intellectual capacity – your ability to learn new material; your ability
to reason and apply it even when you think the work is too hard?
If yes, think of a time when your continued effort resulted in growing your capacity to
learn and successfully growing your ability to solve difficult problems or complete
difficult assignments that you thought was too hard.
Probe 1. Describe what you did to accomplish that growth. What did you say to yourself?
People in our lives have various perceptions of us as daughters or sons, sisters or
brothers, friends, and students.
3. Describe what you think your teachers’ perceptions of you are as a student,
your parents’ perceptions of you as a student, your perception of yourself
as a student?
Probe 1. How are their perceptions of you as students similar or different than
yours?
Probe 2. What were your perceptions of your capabilities as an Advanced
Placement student before taking the course? How about now?
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School Culture Layer 2 (External Factor)
As you know, AP courses are taught at a college level. Taking a college level course can
be extremely challenging for the average high school student. Let’s discuss what your
think of your school’s culture, starting with the teacher’s role as having an influence on
your academic success in these rigorous courses.
4. How was your AP classroom culture in regards to encouragement and
support toward academic success, specifically for you?
Probe 1 Describe the AP classroom environment that your teacher developed that
supported you in succeeding?
Probe 2 What else did your AP teacher do that you think influenced your
academic success?
Probe 3 What support programs or systems did your school provide to advance
your success? Describe your experience with the program and/or system. How
did it help?
Let’s discuss your experience getting into an advanced course at your school. Here’s a
fact to consider before you answer. Approximately 61% of White students (28.5% of the
student body) at your school are currently taking AP courses. In comparison,
approximately 45% of Latino students (59.6% of the student body) at your school are
currently taking AP courses. To be successful in an AP course, first, you have to enroll.
So, let’s talk about your enrollment experience.
5. Please describe your experience when you first decided to enroll in an AP
course.
Probe 1 Who at your school played the key role in assisting you with your
decision to take your first AP course?
Probe 2 What questions where you asked and by whom when you were deciding
to take your first AP course? What were your responses?
Being able to read, write, and speak English fluently is a key factor of succeeding in U.S.
schools. I’d like to explore the history of your English language development during
your early years of school.
6. Describe your early years in English language development and its impact
on your academic achievement. (If you were an English speaker when you
began school, explain your experience in retaining your Spanish language
knowledge.
7. What role does language fluency play now in your academic success in AP
courses?
Probe 1 Discuss an experience that explains the impact of language fluency on
academic success.
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Family Culture Layer 3 (External Culture)
Every group of people has its own practices and beliefs that serve as the cultural factors
that determine specific way of doing things - like running a household. According to the
cultural practices in your home, let’s look at how a few of those practices have influenced
your academic success. Here’s a few examples: Family members interactions with you,
their work schedules, their roles and responsibilities in the family, their communication both with you and your school and teachers, and time orientation – like how your family
addresses time and time commitments.
8. Describe factors of your family’s interactions with you that are influential
to your academic success in AP courses.
Probe 1 Describe the roles that family members’ play in your academic success.
Probe 2 In what way(s) do those roles and interactions influenced your academic
success?
9. When and how often do your parents or other family members
communicate with your teachers and school?
Probe 1. In what way do your parents or other family members communicate with
your teachers and school? How does your parents’ (family’s) communication with
teachers or school influenced your academic success?
Most kids have things to do at home besides homework and studying. Now let’s talk
about how you schedule your academic worktime at home.
10. What challenges do you face either during school or after school that are
related to the rigid time requirements of AP coursework?
Probe 1 What do you do when you go home before and after studying? Describe
your chores?
Probe 2 Specifically, how does your family’s attitude toward time influenced your
academic success, considering the time requirements to study, finish AP
assignments, and fulfil your other home responsibilities or other time-related issues?
Wrap-up Question:
11. Before we wrap up this session, please take a moment to think about the
factors you described today - personal, school, and family cultures - and
how combined they influenced your academic success. Please share your
thoughts about how they may overlap or rely on one another.
Thank you all very much for sharing your thoughts with me. If you have any questions,
please feel free to contact me either by cell – text or call – or email. If I have follow up
questions, I may request an additional session with you individually. You may choose to
meet with me to provide additional information, but it is not required – it is strictly
voluntary. I will provide you with a written version of today’s interview responses to
review, once they have been transcribed.
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APPENDIX J
Permission Letters

295

296

APPENDIX K
Request for Modification of Approved Project

BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD REQUEST
FOR MODIFICATION OF APPROVED PROJECT

✔ COMMENTS:
The modification/amendment described on page 1 qualifies for and has
been approved by expedited review.
The modification/amendment described on page 1 has been reviewed
and approved by the Brandman University Institutional Review Board.
The modification/amendment described on page requires additional
changes to secure approval.

Modification is approved.

Digitally signed by Doug DeVoreDN: cn=Doug DeVore, o=Brandman University, ou=EDOL,
email=ddevore@brandman.edu, c=USD_a_te_:

_20_1_7._12_.2_6_1_3_:0_7:_42_-_07_'0_0_'
____________________________
Chair, Brandman University Institutional Review Board
12-26-127

________________ Date
Brandman University IRB Adopted November 2013
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APPENDIX L
Privacy Act Statement and Consent Agreement for Audio Recording
I give my consent to allow audio recording during the interview, and for those records to
be reviewed by persons involved in the study. I understand that all information will be
kept confidential and will be reported in an anonymous fashion, and that the audio
recording will be erased after the interview has been transcribed. I understand that I may
elect to receive a copy of the transcript once the audio recording has been transcribed so
that I may review and correct as necessary. I further understand that I may withdraw this
consent at any time without penalty.

___________________________________________
Printed Name of Student
____________________________________________
Signature of Student
____________________________________________
Signature Date

□ Please provide a copy of the transcript for my review at the following address:

____________________________________________
Signature of Investigator, Marcie S. Plummer
_____________________________________________
Signature Date
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APPENDIX M
Interview Procedures
Introduction and brief description of purpose/study
Good Morning/Afternoon/Evening. Thank you for participating in this interview.
As part of my dissertation research, I am interviewing Latino high school students who
have taken an AP course, completed it with a C or better and earned a 3 or better on the
corresponding AP Exam. The purpose of the interview is to discover what internal and
external culture factors influenced your academic success in AP courses. The interview
will take about 60-75 minutes to complete and will include nine questions. I may ask
several follow-up questions if further clarification is required. I will ask 5-7 participants
to meet with me again, individually, to share stories that you think will be helpful in
deepening my understanding of internal and external culture factors that influenced your
academic success. Those participants may agree or disagree to meet on a second
occasion for 30-45 minutes.
Informed Consent (required for Dissertation Research)
As we begin this interview, I want to remind you that any information you give
me regarding this study will remain confidential. All of the information will be reported
without reference to you or your school, but will use a reference number instead, like
“Interviewee #1”. After I record the data and have it transcribed, I will review it with my
notes for accuracy.
You received the Informed Consent and Brandman Bill of Rights I sent you via
email. Do you have any questions or need clarification about either document, before we
begin the questions?
These questions were designed to help you discuss your experiences and
shouldn’t make you uncomfortable. At any point during the interview, you can skip any
question or stop the interview altogether. With your permission, I would like to record
this interview so that I ensure accurate recording of your responses. Do I have your
permission?
Do you have any other questions before we begin?
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APPENDIX N
Formulario de Consentimiento Informado
TÍTULO DE LA INVESTIGACIÓN: Historias de estudiantes latinos de éxito en la
colocación avanzada: Un caso de estudio crítico
INSTITUCIÓN EDUCATIVA: Universidad Brandman, Laguna Canyon Road 16355,
Irvine, CA, 92618
INVESTIGADORA RESPONSABLE: Marcie S. Plummer, aspirante a un Doctorado
FORMULARIO DE CONSENTIMIENTO: Formulario de consentimiento informado
OBJETIVO DEL ESTUDIO: El propósito de este estudio es identificar y describir los
factores culturales internos y externos que los estudiantes latinos perciben que influyen
en su éxito académico en los cursos de colocación avanzada. Un propósito secundario de
este estudio fue aprender cómo los factores culturales influyen en el éxito académico de
los estudiantes latinos.
Si aceptas participar en este estudio, aceptas unirte a un grupo focal de 3-4
personas que será entrevistado durante 45-60 minutos a una hora conveniente que no
interfiera con tu actividad académica A petición de la investigadora, se puede pedir a los
estudiantes participantes que respondan preguntas de seguimiento. Aunque las preguntas
de seguimiento permiten que la investigadora entienda la perspectiva de los estudiantes
participantes más profundamente, estas sesiones son estrictamente voluntarias y los
estudiantes participantes pueden declinar.
La entrevista se llevará a cabo en biblioteca pública o escolar, lo que sea más
conveniente.
Entiendo lo siguiente: Mi participación en este estudio es voluntaria y puedo negarme a
participar o retirarme en cualquier momento.
Los datos recopilados permanecerán anónimos. En su lugar, se utilizarán números
para identificar a los participantes. Las fotografías de los participantes se utilizarán sólo
para examinar sus expresiones faciales.
Aunque no hay riesgos mayores conocidos con respecto a mi participación en esta
investigación, los posibles riesgos menores pueden incluir inconvenientes debido al
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horario de las sesiones de entrevista, podrían causar molestias emocionales mientras
discuto los factores que influyeron en mi éxito académico en los cursos de colocación
avanzada o mi experiencia al evaluar el curso. En consecuencia, las preguntas y el
protocolo de la entrevista se enviaron antes de la entrevista.
Si bien no hay beneficios importantes por la participación, los beneficios
potenciales son importantes. La información recolectada a causa de mi buena disposición
para compartir mis experiencias contribuirá a la base de conocimiento de factores que
influyen en el éxito académico de los estudiantes latinos en los cursos de CA,
potencialmente ayudando a otros estudiantes latinos a alcanzar sus metas académica.
Los resultados de este estudio tienen la intención de informar a los legisladores,
profesionales e investigadores en un esfuerzo por transformar las escuelas preparatorias
públicas en ambientes de
aprendizaje efectivos que apoyen a los estudiantes latinos en sus esfuerzos por participar
y sobresalir en los cursos de CA.
Cualquier pregunta o preocupación que yo tenga será respondida por la
investigadora principal, la Sra. Marcie Plummer, de la Universidad Brandman, aspirante
a un Doctorado quien puede ser contactada en su número de teléfono celular o a través de
su correo electrónico.
Entiendo que los participantes que completen la(s) sesión(es) de entrevista
recibirán un certificado de regalo de $20 por única vez para MYO Frozen Yogurt por
permitir a la investigadora entrevistarlos en un grupo de 3-4 estudiantes por un período de
45-60 minutos y realizar sesiones de seguimiento si elijo participar.
En caso de que se cambie el diseño del estudio o el uso de los datos, se me
informará y se volverá a obtener mi consentimiento. Entiendo que, si tengo alguna
pregunta o preocupación sobre el estudio o el proceso de consentimiento informado,
puedo escribir o llamar a la Oficina del Vicerrector Ejecutivo de Asuntos Académicos de
la Universidad Brandman en Laguna Canyon Road 16355, Irvine, CA, 92618, (949) 3417641. Acepto que he recibido una copia de este formulario y Acepto que he recibido una
copia de este formulario y la Declaración de Derechos de la Junta de Revisión Interna de
la Universidad Brandman (BUIRB).
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He leído lo anterior y lo entiendo y por la presente doy consentimiento voluntario a los
procedimientos descritos anteriormente.

_____________________________________________________
Nombre del estudiante (18 años o mayor)
_____________________________________________________
Firma del estudiante

Fecha

_____________________________________________________
Firma del testigo (si procede)

Fecha

_____________________________________________________
Firma de Marcie S. Plummer, Investigadora principal
cc IRB de la Universidad Brandman
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Fecha

APPENDIX O
Formulario de Consentimiento Para los Padres Para Que el
Menor Participe en la Investigación
TÍTULO DE LA INVESTIGACIÓN: Historias de estudiantes latinos de éxito en la
colocación avanzada: Un caso de estudio crítico
INSTITUCIÓN EDUCATIVA: Universidad Brandman, Laguna Canyon Road 16355,
Irvine, CA, 92618
INVESTIGADORA RESPONSABLE: Marcie S. Plummer, aspirante a un Doctorado
FORMULARIO DE CONSENTIMIENTO: Formulario de consentimiento para los
padres para que el menor participe en la investigación
OBJETIVO DEL ESTUDIO: El propósito de este estudio es identificar y describir los
factores culturales internos y externos que los estudiantes latinos perciben que influyen
en su éxito académico en los cursos de colocación avanzada. Un propósito secundario de
este estudio fue aprender cómo los factores culturales influyen en el éxito académico de
los estudiantes latinos.
Si usted consiente a que su hijo(a) participe en este estudio, usted acepta que se
una a un grupo focal de 3-4 estudiantes, quienes serán entrevistados por una duración de
45-60 minutos a una hora conveniente que no interfiera con su actividad académica. La
investigadora usará un dispositivo de grabación de audio para garantizar transcripciones
precisas, en las preguntas. Aunque las preguntas de seguimiento permiten que la
investigadora entienda la perspectiva de los estudiantes participantes más profundamente,
estas sesiones son estrictamente voluntarias y los estudiantes participantes pueden
declinar.
Entiendo lo siguiente: La participación de mi hijo(a) en este estudio es voluntaria y que
él/ella o yo podemos negarnos a participar o retirarnos en cualquier momento. La
información recopilada permanecerá en el anonimato. En su lugar, se utilizarán números
para identificar a los participantes.
Aunque no se conocen riesgos mayores con respecto a la participación de su
hijo(a) en esta investigación, los riesgos potenciales menores pueden incluir
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inconvenientes debido al horario de la(s) sesión(es) de entrevista. Por lo tanto, las
preguntas de la entrevista fueron enviadas antes de la entrevista.
Si bien no hay beneficios importantes por la participación, los beneficios
potenciales son importantes. Debido a su disposición de permitir que su hijo(a) comparta
sus experiencias, la información recolectada contribuirá a la base de conocimiento de
factores que impactan el éxito académico de los estudiantes latinos en los cursos de CA,
potencialmente ayudando a otros estudiantes latinos a alcanzar sus metas académicas.
Los resultados de este estudio tienen la intención de informar a los legisladores,
profesionales e investigadores en un esfuerzo por transformar las escuelas preparatorias
públicas en ambientes de aprendizaje efectivos que apoyen a los estudiantes latinos en
sus esfuerzos por participar y sobresalir en los cursos de CA.
Cualquier duda o inquietud que tenga será respondida por el coordinador de tesis,
el Dr. Jeffrey Lee o por la investigadora principal, Marcie Plummer, de la Universidad
Brandman, aspirante a un Doctorado que puede ser contactada en su número de celular o
a través de su correo electrónico.
Los estudiantes que completen la(s) sesión(es) de entrevista recibirán un
certificado de regalo de $20 por única vez para MYO Frozen Yogurt por permitir a la
investigadora entrevistarlos en un grupo de 3-4 estudiantes por un período de 45-60
minutos.
Si se va a cambiar el diseño del estudio o el uso de la información, mi hijo(a) y yo
seremos informados y se volverá a obtener mi consentimiento firmado. Entiendo que, si
tengo alguna pregunta o preocupación sobre el estudio o el proceso de consentimiento
informado, puedo escribir o llamar a la Oficina del Vicerrector Ejecutivo de Asuntos
Académicos de la Universidad Brandman en Laguna Canyon Road 16355, Irvine, CA,
92618, (949) 341-7641. Acepto que he recibido una copia de este formulario y la la
Declaración de Derechos de la Junta de Revisión Interna de la Universidad Brandman
(BUIRB).
He leído lo anterior y lo entiendo y por la presente doy consentimiento voluntario
a los procedimientos descritos anteriormente.
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__________________________________________________________
Nombre del estudiante (por favor escriba en letra de molde)

Fecha

__________________________________________________________
Firma del estudiante o del padre/tutor

Fecha

__________________________________________________________
Firma del testigo (si procede)

Fecha

__________________________________________________________
Firma de Marcie S. Plummer, Investigadora principal
Email: mplumme1@mail.brandman.edu Celular: 925-595-0706
Coordinador de tesis: Dr. Jeffrey Lee Email: jlee@mail.brandman.edu
cc IRB de la Universidad Brandman

305

APPENDIX P
Formulario de Consentimiento de los Jóvenes Para Participar en la Investigación
UNIVERSIDAD BRANDMAN, LAGUNA CANYON ROAD 16355, IRVINE, CA,
92618
TÍTULO: Historias de estudiantes latinos de éxito en la colocación avanzada: Un caso de
estudio crítico
Has sido invitado(a) a participar en una investigación realizada por Marcie S. Plummer,
aspirante a un Doctorado en la Universidad de Brandman bajo la supervisión del Dr.
Jeffrey Lee. Tu participación es voluntaria. Por favor lee la información contenida a
continuación y haz preguntas sobre cualquier cosa que no entiendas antes de decidir si
deseas participar o no. Si decides participar, se te pedirá que firmes este formulario antes
de [completar la encuesta, participar en la entrevista, ser observado(a), etc.]. Se te
entregará una copia de este formulario.
FORMULARIO DE CONSENTIMIENTO: Formulario de consentimiento de los jóvenes
para participar en la investigación
INVESTIGADORA RESPONSABLE: Marcie S. Plummer
OBJETIVO DEL ESTUDIO: Este estudio se está llevando a cabo para una tesis doctoral
sobre Liderazgo Organizacional en la Universidad de Brandman. El propósito de este
estudio cualitativo busca identificar y describir factores culturales internos y externos que
los estudiantes latinos perciben que influyeron en su éxito académico en los cursos de
colocación avanzada. Un propósito secundario de este estudio fue aprender cómo los
factores culturales influyen en el éxito académico de los estudiantes latinos.
En un documento separado que recibiste por correo electrónico, titulado
procedimientos de entrevista, se identifican los protocolos y pasos de la entrevista y se
describen en detalle para que los revises. Si tienes alguna pregunta acerca de los
protocolos, utiliza la información de contacto que aparece en el documento para
comunicarte con la investigadora.
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Los participantes y sus padres se reunirán con la investigadora en la biblioteca
pública de la escuela o de la ciudad, cualquiera que sea más conveniente. Durante esta
reunión, los padres y estudiantes, que reunieron los requisitos para el estudio, revisarán el
objetivo del estudio, el proceso de la entrevista de investigación y los formularios de
consentimiento y asentimiento requeridos para que los estudiantes participen en el
estudio. Se reservará tiempo para que los estudiantes participantes y los padres hagan
preguntas y reciban respuestas. Los estudiantes participantes y los padres que acepten
participar en el estudio proporcionarán a la investigadora información de contacto en una
lista de registro, firmarán los formularios requeridos y los devolverán a la investigadora.
Los participantes revisarán las fechas posibles para una primera reunión de orientación
para el estudio donde analizarán el objetivo del estudio, desarrollarán un calendario de
fechas para las entrevistas y formarán grupos focales de 3 personas. En sus grupos
focales, los participantes se reunirán con la investigadora en la fecha y hora programadas.
Otra revisión del objetivo del estudio tendrá lugar antes del comienzo de las
entrevistas. A los estudiantes participantes se les dará la oportunidad de hacer cualquier
pregunta restante, sentirse cómodos en el lugar de reunión acordado, la biblioteca pública
de la escuela o de la ciudad, cualquiera que sea más conveniente, mientras que la
investigadora proporciona agua y un refrigerio ligero a todos los participantes.
La entrevista comenzará a la hora acordada y continuará hasta completarse en un
máximo de 75 minutos. Una sesión de seguimiento para aclarar o ampliar las respuestas
puede ser necesaria sin exceder los 45 minutos. La entrevista se grabará en un dispositivo
electrónico de grabación. Las grabaciones no se utilizarán en ningún momento para
ningún otro propósito que no sea la transcripción para el estudio y luego se almacenarán
en un archivador bloqueado al que la investigadora tiene acceso exclusivo. Una vez
transcritas, los participantes pueden revisar las transcripciones de la entrevista para
asegurarse de que sean precisas. A petición de la investigadora, los participantes pueden
ser escogidos para compartir una historia más profunda de su exitosa experiencia en la
clase de colocación avanzada. Esta sesión es estrictamente voluntaria y los participantes
pueden declinar.
Una vez finalizado el estudio, a petición de los participantes, la investigadora
proporcionará una copia encuadernada de la tesis finalizada.
La entrevista se llevará a cabo en la biblioteca pública de la escuela o de la
ciudad, cualquiera que sea más conveniente
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Beneficios de este estudio: Si bien no hay beneficios importantes por la participación,
los beneficios potenciales son importantes. Al participar en este estudio y proporcionar la
información para el análisis, los participantes están contribuyendo al conocimiento de la
investigadora sobre los factores que influyen en el éxito académico de los estudiantes
latinos en los cursos de CA, con la intención de ayudar a otros estudiantes latinos a
alcanzar sus metas académicas. Al hacerlo, los participantes pueden ayudar a otros
estudiantes latinos a alcanzar sus metas académicas. Los resultados de este estudio
también pretenden no sólo ayudar a aquellos que toman decisiones acerca de cómo
apoyar a los estudiantes latinos en sus esfuerzos por tener éxito académico en rigurosos
cursos preparatorios para la universidad, sino también a estudiantes latinos graduados,
preparados y competitivos para la universidad. Finalmente, los hallazgos de este estudio
pretenden beneficiar a los maestros y directores, en cuyos esfuerzos nos apoyamos para
transformar las escuelas preparatorias públicas en ambientes de aprendizaje efectivos que
apoyen a los estudiantes latinos en sus esfuerzos por participar y sobresalir en los cursos
de CA. Riesgos potenciales o incomodidades: Aunque no hay riesgos mayores conocidos
por tu participación en este estudio de investigación, los riesgos potenciales menores
pueden incluir inconvenientes debido a la programación de las sesiones de entrevista, las
preguntas pueden causar molestias emocionales mientras se discuten factores que
influyeron en tu éxito académico en los cursos de colocación avanzada o en tu
experiencia al tomar la decisión de inscribirte en el curso. Por lo tanto, las preguntas y el
protocolo de la entrevista se enviarán antes de la entrevista. Si tienes alguna pregunta
antes de que empiece la entrevista, por favor no dudes en contactar a la investigadora
para una explicación.
Confidencialidad: La investigadora usará un dispositivo electrónico de grabación
durante las sesiones de entrevista para asegurar la exactitud durante la transcripción. Sin
embargo, las respuestas se mantendrán completamente confidenciales. Todos los
participantes serán identificados por número, no por nombre. Ningún participante será
identificado por su nombre cuando la investigación sea discutida o publicada.
La decisión de abandonar el estudio en cualquier momento: La participación en este
estudio es voluntaria. En cualquier momento puedes retirarte del estudio o puedes optar
por no contestar alguna pregunta que te haga sentir incómodo(a).
Cómo se utilizarán los hallazgos: Los resultados del estudio se utilizarán únicamente
con fines académicos. Los resultados del estudio pueden presentarse en entornos
educativos y en conferencias profesionales. Los resultados pueden ser publicados en una
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revista profesional. Los resultados también se utilizarán para determinar más estudios que
otros investigadores puedan realizar con el fin de producir hallazgos adicionales que
apoyen a los estudiantes latinos hacia el éxito académico.
Información de contacto: Si tienes dudas o preguntas sobre este estudio, por favor
contacta a la investigadora, Marcie S. Plummer en mplumme1@mail.brandman.edu o al
925-595-0706. También puedes contactar al Dr. Jeffrey Lee, Coordinar de tesis en
jlee@brandman.edu.
FIRMA DEL PARTICIPANTE
He leído la información proporcionada anteriormente. Me han dado la oportunidad de
hacer preguntas. Mis preguntas han sido respondidas satisfactoriamente, y estoy de
acuerdo en participar en el estudio.
_________________________________
Nombre del estudiante (menor)
_________________________________
Firma del estudiante
__________________________________
Fecha de la firma

Declaración de Ley de privacidad y acuerdo de consentimiento para la grabación de
audio
Doy mi consentimiento para permitir la grabación de audio durante la entrevista, y para
que las grabaciones sean revisadas por las personas involucradas en el estudio. Entiendo
que toda la información se mantendrá confidencial y será reportada en forma anónima, y
que la grabación de audio será borrada después de que la entrevista haya sido transcrita.
Entiendo que puedo elegir recibir una copia de la transcripción una vez que la grabación
de audio haya sido transcrita para que pueda revisarla y corregirla según sea necesario.
Entiendo además que puedo retirar este consentimiento en cualquier momento sin
penalización.
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___________________________________________
Nombre del estudiante o padre/tutor en letra de molde
____________________________________________
Firma del estudiante o padre/tutor
____________________________________________
Fecha de la firma
Por favor envíe una copia de la transcripción para mi revisión a la siguiente dirección:
____________________________________________
Firma de la investigadora principal, Marcie S. Plummer
____________________________________________
Fecha de la firma
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APPENDIX Q
Preguntas de la Entrevista y Diálogo
Felicitaciones por completar tu primer curso CA exitosamente. No todos los estudiantes
tienen la habilidad y oportunidad de tomar un curso CA. Estoy muy interesada en saber
qué factores internos, como tus actitudes y comportamientos, te ayudaron a tener éxito en
los cursos de CA. También me interesa saber cómo la cultura de tu escuela y la cultura
latina en tu hogar han influenciado en tu éxito en los cursos de CA. Éstos son algunos
ejemplos de factores internos y externos, pero es probable que tengas otros factores que
compartir. Cuando nos referimos a factores internos, podríamos estar pensando en cosas
como el esfuerzo, la persistencia, la mentalidad y tu percepción de ti mismo como
estudiante... como qué rasgos crees que forman tu ética de trabajo o tu confianza en tus
habilidades.
Cuando hablamos de cultura escolar, entonces estamos hablando de "hasta qué punto" tu
escuela apoya una cultura de ir a la universidad o una cultura de éxito académico, y cómo
esa cultura es transmitida a ti, como por ejemplo cómo tu escuela te hace saber que ir a la
universidad y tomar cursos CA o cursos de honores es importante y que ellos apoyan esa
meta.
Cuando hablamos de la cultura familiar latina, entonces se trata tanto de las actitudes
como de los comportamientos de tu familia a través de la lente de sus antecedentes
culturales, cómo hacen las cosas, en su caso, por la cultura tradicional latina o la cultura
hispana. Te invito a compartirlo abiertamente, no hay una respuesta correcta o incorrecta
o una respuesta particular que estoy buscando, sólo tu verdadera experiencia, no hay
necesidad de "corrección política" en estas entrevistas. ¿Listos para empezar?
Etapa 1 - Cultura personal (factor interno - actitud y comportamiento)
Empecemos hablando de factores internos como sus actitudes y comportamientos como
estudiantes. Me gustaría que respondieras a las siguientes preguntas como si estuvieran
pensando en voz alta y no hubiera nadie en la habitación más que tú - se llama hablarte o hablar contigo mismo.
1. Por favor comparte la conversación que tienes contigo mismo lo que me dará una
explicación de las actitudes y comportamientos que usas cuando eres desafiado por una
tarea difícil.
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Sondeo 1. Cuando has estado trabajando en una tarea difícil, dando todo lo que tienes, y
la entregas y consigues una D o una F, ¿qué pasa por tu mente? ¿Cuáles son sus próximos
pasos?
Todos tenemos una pequeña voz en nuestra cabeza que dirige nuestro pensamiento, muy
parecido a la mentalidad que usamos cuando tenemos una tarea difícil o un examen como
acabamos de discutir. A veces pensamos que la tarea o el examen serán demasiado difícil.
2. ¿Crees que puedes hacer aumentar tu inteligencia, en otras palabras, aumentar tu
capacidad intelectual, tu habilidad para aprender nuevo contenido; tu habilidad para
razonar y aplicarlo incluso cuando crees que el trabajo es demasiado duro?
Sondeo 1. Si es así, ¿piensa en un momento en que tu esfuerzo continuo resultó en el
aumento de tu capacidad para aprender y aumentar con éxito tu capacidad para resolver
problemas difíciles o completar tareas difíciles o que pensaste que eran demasiado
difíciles? Describe esa experiencia y las actitudes y comportamientos que usaste para
lograr ese crecimiento. ¿Qué te dijiste a ti mismo?
Las personas en nuestras vidas tienen varias percepciones de nosotros como hijas o hijos,
hermanas o hermanos, amigos y estudiantes.
3. Describe las percepciones ¿qué crees que tus profesores tienen de ti como estudiante,
las percepciones que tus padres tienen de ti como estudiante, tu percepción de ti mismo
como estudiante?
Sondeo 1. ¿Cómo son sus percepciones de ti como estudiante similares o diferentes a las
tuyas? Sondeo 2. ¿Cuáles eran tus percepciones de tus capacidades como estudiante de
colocación avanzada antes de tomar el curso? ¿Cuáles son tus percepciones de tus
capacidades como estudiante de colocación avanzada ahora?
Etapa 2 – Cultura escolar (factor externo)
Como sabes, los cursos de CA se imparten a nivel universitario. Tomar un curso de nivel
universitario puede ser extremadamente difícil para un estudiante promedio de
preparatoria. Hablemos de lo que piensas de la cultura de tu escuela, comenzando con el
rol del profesor como influencia en tu éxito académico en estos rigurosos cursos.
4. ¿Cómo fue la cultura de tu clase de CA en lo que respecta al estímulo y apoyo para ti,
específicamente, hacia el éxito académico?
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Sondeo 1. ¿Describe el ambiente del salón de clase de CA que tu maestro desarrolló y
que te ayudó a ser exitoso?
Sondeo 2. ¿Qué más hizo tu profesor de CA que crees que influyó en tu éxito
académico? Sondeo 3. ¿Qué programas o sistemas de apoyo proporcionó tu escuela para
promover tu éxito? Describe tu experiencia con el programa y/o sistema. ¿Cómo ayudó?
Hablemos de tu experiencia al entrar en un curso avanzado en tu escuela. Este es un dato
a tener en cuenta antes de contestar. Aproximadamente el 61% de los estudiantes blancos
(28.5% del alumnado) en tu escuela están tomando actualmente cursos de CA. En
comparación, aproximadamente el 45% de los estudiantes latinos (59.6% del cuerpo
estudiantil) en tu escuela están tomando actualmente cursos de CA. Para tener éxito en un
curso de CA, primero tienes que inscribirte. Así que, hablemos de tu experiencia con la
inscripción.
5. Por favor describe tu experiencia cuando te decidiste a registrarte en un curso de CA.
Sondeo 1. ¿Quién de tu escuela jugó el papel clave en ayudarte con tu decisión de tomar
tu primer curso de CA? Sondeo 2. ¿Qué preguntas te hicieron y quién te cuestionó
cuando decidiste tomar tu primer curso de CA? ¿Cuáles fueron tus respuestas?
Ser capaz de leer, escribir y hablar inglés con fluidez es un factor clave para tener éxito
en las escuelas estadounidenses. Me gustaría explorar la historia de tu desarrollo del
idioma inglés durante tus primeros años en la escuela.
6. Describe tus primeros años en la formación del idioma inglés y su impacto en tus
logros académicos. (Si hablabas inglés cuando comenzaste la escuela, explícanos tu
experiencia en mantener tus conocimientos del idioma español.)
7. ¿Qué papel juega ahora la fluidez del idioma en tu éxito académico en los cursos de
CA?
Sondeo 1. Discutan una experiencia que explique el impacto de la fluidez del idioma en
el éxito académico.
Etapa 3 – Cultura familiar latina (factor externo)
Cada grupo de personas tiene sus propias prácticas y creencias que sirven como los
factores culturales que determinan la forma específica de hacer las cosas; como dirigir un
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hogar. De acuerdo con las prácticas culturales en tu hogar, veamos cómo algunas de esas
prácticas, como las interacciones de los miembros de tu familia, sus horarios de trabajo,
sus roles y responsabilidades en la familia, su comunicación, tanto contigo como con tu
escuela y tus maestros, y tiempo de orientación, como la forma en que tu familia valora el
tiempo y los compromisos de tiempo que han influido en tu éxito académico.
8. Describe dos factores característicos de la cultura familiar latina que son evidentes en
las interacciones familiares que han influenciado en tu éxito académico en los cursos de
CA.
Sondeo 1. Describe los roles que desempeñan los miembros de la familia. Sondeo 2.
¿Cómo influyen esos roles e interacciones en tu éxito académico?
9. ¿Cuándo y con qué frecuencia tus padres u otros miembros de la familia hablan con tus
maestros y la escuela?
Sondeo 1. ¿Cómo se comunican tus padres u otros miembros de la familia con tus
maestros y la escuela? ¿Cómo influye la comunicación de tus padres (familiares) con los
maestros o la escuela en tu éxito académico?
La mayoría de los jóvenes tienen cosas que hacer en casa además de la tarea y el estudio.
Ahora hablemos de cómo planeas tu tiempo de trabajo académico en casa.
10. ¿Qué desafíos enfrentaste ya sea durante la escuela o después de la escuela que
estaban relacionados con los rígidos requisitos de tiempo de los cursos de CA mientras
mantuviste tu horario necesario en casa?
Sondeo 1. ¿Qué haces cuando vuelves a casa antes y después de estudiar? ¿Describe tus
tareas? Sondeo 2. Específicamente, ¿cómo influye la orientación de tu familia hacia el
tiempo en tu éxito académico considerando los requisitos de tiempo para estudiar,
terminar las tareas de CA y tener tiempo para cumplir con tus otras responsabilidades en
el hogar u otros asuntos relacionados con el tiempo?
Pregunta de conclusión: 11. Antes de concluir esta sesión, por favor tómate un momento
para pensar acerca de los factores que describiste hoy, culturas personales, escolares y
familiares, y cómo la combinación de estos factores influyó en tu éxito académico. Por
favor, comparte tus pensamientos sobre cómo pueden superponerse.
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Muchas gracias a todos por compartir sus reflexiones conmigo. Si tienen alguna pregunta,
por favor siéntanse libres de contactarme ya sea por teléfono celular, texto o llamada, o
por correo electrónico. Si tengo preguntas de seguimiento, puedo solicitar una sesión
adicional con ustedes individualmente. Pueden optar por reunirse conmigo para
proporcionar información adicional, pero no es obligatorio, es estrictamente voluntario.
Les daré una versión escrita de las respuestas de la entrevista de hoy para que las revisen,
una vez que hayan sido transcritas.
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APPENDIX R
Declaración de Derechos del Participante de la Investigación
Toda persona a la que se pide que acepte participar como sujeto en un experimento, o que
se solicite para consentir en nombre de otro, tiene los siguientes derechos:
1. Que se le diga lo que el studio tratando de sescubrir.
2. Que se le diga qué pasará en el estudio y si algunos de los procedimientos,
medicamentos o dispositivos son diferentes de los que se utilizarían en la práctica
estándar.
3. Ser informado acerca de los riegos, efectos secundarios o molestias de las cosas
que le pueden ocurrir.
4. Que le digan si puede esperar o consequir algún beneficio de participar y, si es
así, cuáles podrían ser los beneficios.
5. Que se le diga qué otra opción tiene él / ella y còmo pueden ser mejores o peores
que estar en el studio.
6. Que se le permita hacer cualquier pregunta sobre el estudio antes de
comprometerse a participar y durante el curso del estudio.
7. Que se le diga qué tipo de tratamiento médico está disponible si surgen
complicaciones.
8. Rehusarse a participar antes o después del inicio del estudio sin efectos adversos.
9. Recibir una copia del formulario de consentimiento firmado y fechado.
10. Estar libre de presiones al considerar si desea estar de acuerdo en participar en el
estudio.
Si en cualquier momento tiene preguntas sobre un estudio de investigación, debe pedir a
los investigadores que les respondan. También puede comunicarse con la Junta de
Revisión Institucional de Brandman Universito, que se ocupa de la protección de los
voluntarios en proyectos de investigación. Se puede contactar a la Junta de Revisión
Institucional de la Universidad Brandman llamando por teléfono a la Oficina de Asuntos
Académicos al (949) 341- 9937 o escribiendo al Vicerrector de Asuntos Académicos,
Universidad Brandman, 16355 Laguna Canyon Road, Irvine, CA, 92618.
1Brandman University Institutional Review Board. (2013). Research Participant’s Bill of Rights.
Retrieved From https://irb.brandman.edu/Guidelines_Forms/
ResearchParticipantsBillofRights.pdf. Translated.
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APPENDIX S
E-Mail to Prospective Coding and Cultural Expert

Hello Manny,
I hope this email finds you well. As you know, I am working with my dissertation
chair, Dr. Jeffrey Lee from Brandman University toward completion of my studies in
Organizational Leadership. My study is a qualitative, critical case. With his
recommendation, I am seeking an expert to review and provide feedback on my data
collection instruments -interview questions and possible follow-up questions. As well, I
am hoping that you might be interested in also serving as a cultural adviser to assist me
with any participant response nuances that I may want to clarify. Your expertise within
education, leadership, and my chosen target population, would be incredibly valuable.
All of the work will be conducted via email and not too time consuming. The
expert will independently review the data collection instruments and provide feedback on
them. If you agree to serve in this capacity, I can send you any documents from my
dissertation that you might find helpful to serve in this capacity.
Thanks for your consideration, Manny.
Best,

Marcie
Email address: mplumme1@mail.brandman.edu
Cell Phone: XXX-XXX-XXXX
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APPENDIX T
NIH Certificate: Protecting Human Research Participants
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